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When a struggling school is faced with improving instructional and organizational
effectiveness, it must transform this problem into promise by building capacity through a
mechanism of reform. The Obey-Porter Law 105-78 established the Comprehensive
School Reform Demonstration School Reform Demonstration (CSRD) Program. The
CSRD program provides financial incentive for low performing schools that need to
substantially improve. This Title I school, located in semi-rural Georgia, selected the
Reading Renaissance Improvement Model. This three-year study reflects the coupling of
these two entities and shows how they were used to target student achievement in reading
and school-wide improvement.
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This case study design involves the three strategies of interviewing, observing,
and analyzing documents. According to Merriam (1998), data collection in case study
research involves all three. The purpose of this study was to examine the influence that
the Reading Renaissance program had on student achievement and school improvement
though the voices, perceptions, and observations of the participants. The researcher
served as a practitioner and had multiple roles in the three-year longitudinal study. A
qualitative design was used to describe the voices, perceptions, and experiences of the
participants during the process.
The data reflect the recurring themes ofMotivation, Academic Achievement,
Instructional Design, Meeting Student Needs, and Culture ofContinuous Improvement
and Learning. Following an analysis of these themes is a set of implications for
administrators to consider as they implement reform initiatives at their site.
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“fVe can, whenever andwherever we choose,
successfully teach all children whose schooling is of interest to us.
We already know more than we need in order to do this.
Whether we do it mustfinally depend on how we feel
about the fact that we haven’t sofar''
(Ron Edmonds, 1979)
The renewal ofpublic education continues to take center stage as a constant topic
for national concern. A plethora ofgovernmental reports, both national and local,
coupled with the research on effective schools, has raised the consciousness ofnot only
the American public but educators as well to the need of successful schooling for all
children in America. With the addition of the “No Child Left Behind Act,” signed into
effect in January 2002, this plan for national reform set forth by President GeorgeW.
Bush has broadened the spectrum even greater. Schools of today are not only expected to
serve an even greater mix of students, as well as solve a litany of social problems; but
also are expected to provide an environment that is conducive to developing academic
excellence. The issue of reform, in concert with the heightened standards for
accountability ofboth students and teachers, encompasses the need to rethink the
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educational mission. Exchanging traditional forms of schooling and professional practice
for new pedagogical and organizational structures can only do this.
While there is nothing new about the concern for improving America’s public
schools, courageous and sweeping reforms continue to be instituted at the national and
state levels. Public school administrators are beset with the charge to provide leadership
in instructional effectiveness and construct organizations where continuous school
improvement is evident. In a summative document drafted in 1998, the U.S. Department
ofEducation has delineated a set of components that should be integrated into any school
reform program. As noted by Allington (1997), the capacity to enhance school
achievement and reform is tied to an effective reading program. A report presented by
the National Reading Panel entitled, “Prevention ofReading DiflBculties in Young
Children” (Snow et al., 1998) clearly outlines the general requirements of effective
reading instruction. These requirements include the teaching ofphonemic awareness,
phonics, vocabulary development, fluency, and comprehension. The report also indicates
that children should also be instilled with the lifelong love of reading through a
motivation system embedded in the daily instructional program. It is important to note
that President Bush has made improving children’s reading achievement a centerpiece of
his education reform agenda and has tremendous passion for the issue (Paige, 2002).
Comprehensive school reform works on the theory that school improvement must
address all aspects of school effectiveness, including rigorous curriculum and high
standards, efficient school governance, solid community-school partnerships, on-going
staff development, up-to-date technology, and increased parent involvement. Schmoker
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(1999) emphasizes that meaningful, informed teamwork, clear measurable goals, and the
regular collection and analysis ofperformance data are the keys to continuous school
improvement and should be the foundation of school reform.
Faced with the number of children not achieving in the nation’s schools, efforts
have been underway to ensure that “all students will read independently and well by the
end of 3''*’ grade” (USDOE, 1997) and that “no child be left behind” (USDOE, 2001). A
substantial challenge exists in attaining this goal. There are long-standing and
unacceptably large differences in reading performance related to student socioeconomic
levels. If our educational system is to serve America’s students equitably, these
enormous differences simply must be reduced. These unacceptable differences in reading
performance related to student socioeconomic levels faced this researcher, as an
administrator at KinsbyWay Elementary School (pseudonym). Beset by some of the
lowest reading test scores in the state ofGeorgia, this semi-rural school, located in the
northwest quadrant of the state, was labeled low performing and was placed on the state’s
needs improvement list. This researcher was charged by the Dickens County Schools’
superintendent to improve this school’s standing and raise test scores. This by no means
is an atypical mandate. Administrators across the nation, who just so happen to be
leading low-performing schools, are faced with this bottom-line request yearly. This
study addresses this charge and describes how it was tackled.
When a struggling school is faced with improving instructional and organizational
effectiveness, it must transform this problem into promise by building capacity through a
mechanism of reform. The Obey-Porter Public Law 105-78 established the
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Comprehensive School Reform Demonstration (CSRD) Program. The CSRD Program
provides financial incentives for low performing Title I schools that need to substantially
improve student achievement and to implement comprehensive school reform programs
based on reliable research and effective practices. By targeting schools in the greatest
need for improvement, and supporting comprehensive school-wide change rather than
fragmented programmatic approaches, CSRD is intended to stimulate improved academic
achievement for all children, particularly those who have been under-served.
Once a school decides that it will participate in the Comprehensive School
Reform Program, it must select a model that will direct it in the path of school
improvement and increased student achievement. This school selected the Reading
Renaissance improvement model. The model is a program of teacher practices
employing student formative diagnostic assessment data retrieved from Accelerated
Reader (AR), a computerized curriculum management system. The program provides
teachers with the formative information feedback they need to improve reading
instruction, and comprises principles and practices endorsed by the National Reading
Panel and other national reading studies. AR and Reading Renaissance support all
reading textbooks, programs, and curricula and assists teachers to be effective in
dramatically accelerating student reading growth (Renaissance Learning, 2002). This
study reflects the coupling of these two entities and how they were utilized to target
student achievement in reading and school-wide improvement at one elementary school.
KinsbyWay Elementary School identified the Renaissance as its restructuring
model. During the 1999-2000, the first year of the funding, attention was given to
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Reading Renaissance’s implementation by diagnosis of students’ reading levels,
extensive reading time allotted during the school day, monthly family reading nights after
school, and a variety of formal assessments of students’ reading growth. During this
three-year period two consultants from the Regional Educational Service Agency (RESA)
acted as external data collectors during two critical school visits, one in the fall and one in
the spring. These external data collectors during the fall visit interviewed the principal,
facilitated a benchmarking session with identified school leaders and conducted school
observations. During subsequent fall visits, the external data collectors conducted focus
group sessions with the leadership team, facilitated benchmark review sessions,
conducted the second school observations, and administrated two questionnaires to
teachers and professional staff. Data collection followed this similar pattern through out
the three-year period, providing a longitudinal profile ofprogram implementation. This
data was then compiled into the “Formative Evaluation Process for School Improvement
(FEPSI) Summary” to assist the school with monitoring and evaluating the CSRD
program implementation.
This data was quantitative and qualitative in nature and used valid and reliable
instruments and strategies. This researcher felt that this information assisted the school in
meeting federal evaluation guidelines and assisted the school in monitoring and
continuously evaluating the program to achieve maximum school improvement. Yet, it
did not describe what the researcher was hearing in the hallways, and at Reading
Renaissance committee, leadership team, and faculty meetings. This assessment piece
did not fully describe the climate change that the researcher sensed was occurring nor did
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it depict what students and parents were exhibiting whenever they attended a Family
Read Night or a Reading Goal Celebration.
This researcher felt to illustrate the enthusiasm and cultural change that was
taking place at KinsbyWay Elementary, a qualitative study was needed to describe the
voices, perceptions, and experiences of this implementation process. Qualitative data
over a three-year period are reported.
Purpose of the Study
The purpose of this case study is to document the impact of the practices and
principles ofReading Renaissance on school-wide improvement and student achievement
over a three-year period at a Title I school in Georgia. The qualitative case study
presents the perspective of one school staff regarding the perceptions, intuitions, and
experiences they encountered during the implementation of the Comprehensive School
Reform Demonstration program.
Background of the Problem
When one considers research on the effects of schools on student achievement.
The Coleman Report (1966) offers a starting point. Hoff (1999) relates that Lyndon B.
Johnson’s administration released the two-volume report on July 2, 1966. This report is
often lauded as the most important education study of the 20*** century. The report,
written by sociologist, James S. Coleman ofJohns Hopkins University, found that a
child’s family background and the school’s socioeconomic make-up are the best
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predictors of a child’s academic success. In essence, the data indicated that schools had
“little to no” effect on achievement.
In retrospect. The Coleman Report (1966) is viewed from varying but influential
perspectives. It has been applauded for its scope as to the sheer amount of data and the
multitude of educational variables; others criticize the methodology behind the
comparisons of diverse student groupings. Less vocal critics commented on the many
questions for future research. Yet ofmost interest, after the Coleman findings were
released and in many instances over simplified, expert commentary aligned neatly in one
political camp or another. Thus, we have another chapter in the reform movement. This
was not a conclusive moment, but certainly a defining one. While The Coleman Report
was a Department ofEducation undertaking, there can be no separation ofpolitics and
education reform when that or other “reform packages” emanates from either the White
House or the governors’ mansions.
TheWhite House release of “A Nation at Risk” spawned the genesis of the
current reform era. This work was prepared by a prestigious committee under the
direction of then Secretary ofEducation, Terrell Bell. “A Nation at Risk” (1983) charged
that American students never excelled in international comparisons of student
achievement and that this failure reflected systematic weakness in our school programs
and lack of talent and motivation among American education.
The centerpiece of current President Bush’s “No Child Left Behind “Act, signed
by Congress January 8, 2002, is its call for school accountability through increased
standardized testing. It incorporates an effort to explicitly address the “achievement gap”
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between poor and middle-class students by requiring states to report their scores
separately. School districts that fail to make adequate progress will risk losing monetary
assistance through Title I of the Elementary and Secondary Education Act, which is
earmarked for schools serving high numbers ofpoor students (Fritzberg, 2001).
Fritzberg (2001) relates the irony of this reform initiative by noting that it was
introduced just months after the target year had passed for George W. Bush, Sr.’s agenda,
“America 2000.” Bush Sr. wanted all children ready to learn, every school in America to
be free of drugs and violence, and every adult American to be literate. But as his son
introduces his own plan, 70% of inner-city children do not read at a “basic level,” we are
currently enduring a horrifying stream of school violence, and about one fourth of
American adults cannot read well enough to accurately complete their own income tax
returns. Among the children most likely to be achieving poorly are the children of
poverty. More than 26 million children receive free or reduced lunch through the
National School Lunch program on a daily basis (USDA, 1997). Many, but by no means
all, of the schools these children attend perform relatively poorly on district, state, and
national measures of reading performance. In fact, while there is limited good news in
the 1998 NAEP data, there is a long-standing and unacceptably large difference in
reading performance related to student poverty levels. At grade four, 59% of students
eligible for free/reduced lunch scored below the “basic” achievement standard set by
NAEP compared to 27% of students who were not eligible (Adler & Fisher, 2001).
Furthermore, students placed at risk by poverty are not evenly distributed among
America’s school districts, nor are they evenly distributed between schools within
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districts. The 2001 Digest of Education Statistics indicates that schools with populations
of 50% or more ofminority students at the elementary - level are at 65% level for
eligibility for free and reduced. And, as the NAEP 1998 data (and data from other
sources) imply, average reading performance for a school tends to decrease as the
proportion of students eligible for free/reduced lunch increases. Hence, the statistical
expectation for reading performance in high-poverty schools is relatively low.
According to Allington (1997), the reading scores of students in high-poverty
schools are far below their middle class mainstream counterparts on standardized tests.
Many of these students are struggling readers. They are often classified as reading
disabled or remedial readers. Additionally, many teachers are not skilled at meeting the
needs of our fragile readers who just so happen in many cases to be ofminority
populations.
In recent years, educational reform has taken many turns and assumed various
roles within educational policy as it has evolved within the United States. Effective
school researchers (Brookover, 1984; Edmonds, 1986; Lezotte, 1989) found that if school
resources are used effectively, schools can be successful at teaching all students,
disadvantaged and nondisadvantaged, the skills needed to succeed at the next grade level.
The research ofEdmonds and Lezotte (1989) identified seven characteristics or
correlates of effective schools: safe and orderly environments, climate ofhigh
expectations, instructional leadership, clear and focused mission, opportunity to learn and
student time on task, frequent monitor of student progress, and home/school relations.
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The findings ofLezotte and Jacoby (1990) describe school improvement as a
process journey whereby instruction is focused on “teaching for learning for all” and
speaks to “equity in quality” as the destination (p. 7). The authors call for a collaborative
school-based school improvement team; empowered to take action, solve problems, and
select improvement strategies.
Today there are demands for open understanding and sharing of ideas, knowledge,
and debate. Schools must incorporate innovations that are advantageous for the students,
instead of superficial procedural reforms. Educators have demonstrated over the past
decade, progress in understanding the processes in school improvement and educational
change. Most of the studies have handled educational changes as those that have been
planned, regulated, and interpreted with a top-down approach. The administrator or
supervisor has been the catalyst, solely responsible for the initiation and implementation
of the changes. Ifmodels are well implemented, some of the chosen designs can produce
substantial gains in student achievement. The better the implementation, the better the
pay off.
Olson (1999) notes that designs are often not adopted but adapted to meet the
school needs beyond recognition. Many variables exist when schools are trying to
implement a reform program. Each institution has its own set of circumstances, teachers
and teaching competence, school climate and culture, district-level values and strategies,
and state standards and requirements.
The review ofhistorical background provides the landscape from which this
school forged its efforts. Having the dubious honor of its third grade students performing
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lowest in the state for the 1998-1999 school year, this school could have only moved
forward in its quest toward promise.
Statement of the Problem
The Coleman report has caused damage to school reform over the years. It
seemed to state that school factors could have little effect on student achievement, but the
data presented only showed that school factors measured in the study had little effect.
These data did not include most of the factors that were thought to negatively effect poor
and minority children, e.g., low expectations, inferior curriculum, poor staffmorale and
training, disorderly schools, and others—and they did not show what could happen if
poor and minority children were provided better schooling than the status quo reported in
the study.
Results of reports, studies, newspaper, and journal articles concerning serious
problems in the educational system have prompted policy makers to become involved in
the process of searching for ways to improve the American educational system (Moffett,
2000). President George W. Bush, in his inaugural address, stressed that “no child be left
behind” in an effort to focus on the importance of children being able to read functionally
and successfully before leaving grade three. Each child brings unique strengths and
experiences to the classroom, which deserves to be recognized and nurtured. Schools
must design or implement programs that meet the needs of students in high-poverty
environments and support the growth of struggling readers. These principles and
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practices will maximize learning and student achievement, thus leading to school-wide
improvement.
This case study documents perceptions of the staff and other stakeholders and
analyze formative assessment data as the school implemented a comprehensive school
reform model over a three-year period.
Significance of the Study
This study can provide educators insight into instructional strategies and
techniques of the Renaissance School Improvement process and their impact on student
achievement in reading. The implementation of this reform model can be illuminated by
those directly involved in it. Several studies have been launched to address the
Accelerated Reader Program on reading achievement (Research Summary, School
Renaissance Institute, 2002), but none has specifically addressed the Renaissance School
Improvement process as a school reform effort with reading as the pivotal factor. This
study focuses on grade four since the decline in literacy growth across the country begins
in fourth grade, and this decline is more prominent among low socioeconomic
populations (Digest ofEducational Statistics, 2001). The problem for the poor reader
becomes even more significant after fourth grade when the focus of instruction is on
teaching to gain information.
Fourth grade has been chosen by the government as a point to nationally assess
students in reading. A state’s educational process in reading will be measured by the
National Assessment ofEducational Progress (NAEP). Fourth grade is also the grade in
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which the federal government determines if a Title I school as made Adequate Yearly
Progress (AYP) and at which the Georgia Department ofEducation reports to the federal
government its standards for the new “No Child Left Behind” benchmarks. The
significance and importance of this study is to support the school improvement process
when the focus is on reading achievement of students in schools having low
socioeconomic student populations. It is hoped that this study will broaden the
informational base for schools faced with the school improvement challenge and when
faced with the selection of a school reform model the elements of this effort can be
replicated through the practices and principles of the Renaissance School Improvement
process. It is hoped that this study will broaden the informational base for
implementation of reform models and possibly function as the impetus for further studies.
Research Questions
This study attempts to answer the following research questions:
1. How does the implementation of a Comprehensive School Reform Model
influence leadership?
2. How does the implementation of a Comprehensive School Reform Model
influence school improvement?
3. How does the implementation of a Comprehensive School Reform Model
influence student achievement?
4. How does the implementation of a Comprehensive School Reform Model
influence instructional effectiveness?
5. How does the implementation of a Comprehensive School Reform Model
influence organizational effectiveness?
Summary
This historical description is significant because of the implications it holds for
administrators across the nation. Many administrators in semi-rural districts are faced
with a lack of funding that is often available to their urban counterparts. Consequently,
administrators in these school leadership positions feel the throes ofjob insecurity and
question early retirement or a less demanding placement out of the local school arena.
Perhaps this study could lessen the stress these administrators face through the findings
and implications that this study renders. This study’s three-year journey describes how
this school improved as an organization and raised student achievement in reading. The
qualitative naturalistic approach gives it the flavor that is void in many quantitative
studies. This account uses the voices of the participants to illustrate how this school
transformed its low-performing problem into promise by building capacity through a
mechanism of reform.
CHAPTER II
REVIEW OF THE LITERATURE
“Schoolhouses do not teach themselves -
piles ofbrick andmortar andmachinery do not send out men.
It is strengthened by long study and thought,
that breathes the real breath of life into boys andgirls andmakes them human. ”
(W.E.B. DuBois, 1903)
The most important task of any elementary school is to teach children to read and
in tandem, demonstrate that effective organizational practices are in place. The year that
the school in this study approached implementing the school improvement initiative, the
student achievement data in reading was dismal and the school district charged the school
with implementing a school reform model that would also impact comprehensive school
improvement. This chapter reviews educational research and literature that are related to
student achievement in reading and school improvement. A review of research on the
role of school leaders in cultivating a culture of change provides the context for this
review. Research literature on leadership, school improvement, student achievement,




The quality of our schools today is linked to the action of school leaders.
According to Ferrandino (2001) school leaders must position student and adult learning at
the center of the school’s educational agenda. The NAESP in its 2001 document, What
Principals ShouldKnow andBe Able to Do, lists six standards that characterize
instructional leadership. These actions, taken together, serve as a definition ofwhat
constitutes instructional leadership. Effective leaders
• Lead schools in a way that places student and adult learning at the center.
• Set high expectations and standards for the academic and social development
of all students and the performance of adults.
• Demand content and instruction that ensures student achievement of agreed-
upon academic standards.
• Create a culture of continuous learning for adults tied to student learning and
other school goals.
• Use multiple sources of data as diagnostic tools to assess, identify and apply
instructional improvement.
• Actively engage the community to create shared responsibility for student and
school success. (NAESP, 2001, p. 2)
Fullan (1998) indicates that the job of the principal or any educational leader has
become increasingly complex, due to the constraints created by bureaucracy and the
demands of the many stakeholders in the context of the school community.
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According to Fullan (1998) these demands from external stakeholders and the
expectations derived from the tangled bureaucratic web create a dependency. The
coupling of overload and the corresponding vulnerability that results from “packaged
solutions” also creates this dependency. The constant bombardment of task requests and
the continual interruptions keeps the principal off balanced and at times incapable of
focusing on student learning, adult learning, standards accountability, or whatever the
plethora of demands present. This overload in the form ofbarrage of “disjointed
demands” fosters dependency (p. 6).
Fullan (1998) encourages leaders to craft their own theories of change;
consistently testing them against new situations. By doing this leaders empower
themselves to stop looking for solutions in the wrong places and resisting the inclination
to try the canned program that has difficulty being replicated in their present setting.
Principals are encouraged to invest in professional development and collaborative
cultures that focus on student learning and that are associated with improvements in
instructional practices. The author insists that school reform cannot succeed without
community reform. Once again, we hear the resonance of the recurring adage that healthy
villages beget the raising of healthy children.
According to Lambert (1998) leadership can be defined as “the reciprocal learning
processes that enable participants in a community to construct meaning toward a shared
purpose.” This definition is known as “constructivist leadership” (p. 78). Viewing
leadership through this lens the author encourages the principal to create an environment
where learning takes places in a context of shared goals and vision.
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Lambert (1998) delineates the following assumptions as a means of embracing
leadership as learning;
• Leadership is not a trait; leadership and leader not the same.
• Leadership is about learning that leads to constructive change.
• Everyone has the potential and right to work as a leader.
• Leading is a shared endeavor, the foundation for the democratization of
schools.
• Leadership requires the redistribution ofpower and authority, (p. 89)
According to Lambert (1998):
To encourage shared learning, superintendents and principals need to
explicitly release authority, and staffs need to learn how to enhance
personal and collective power and informal authority. Building capacity in
schools includes developing a new understanding ofbroad-based skillful
participation of all school staffby making a concentrated effort on their
development and decision making, (p. 89)
Schumaker and Sommers (2001) contend that principals must foster learning in
their staffs and community by modeling continuous professional growth and reevaluating
teachers and staffmembers as they progress in their own learning. It is the job of the
principal to initiate change by focusing on the professional growth of the staff through
reading, training, writing about what is done, and talking to colleagues about what they
are learning.
19
Schumaker and Sommers (2001) emphasize that when change is pursued;
enhanced student learning must be the destination. The leader must focus on the way
each teacher works and this must be predicated on the fact that the change is necessary to
increase student learning. For this to happen data needs to be collected about how the
students are doing and a plan made to determine if the change would make any positive
difference in student achievement. It is the principal’s job to sell the staff on the need for
change, using the data and reminding them the reason that they are there is to provide
each child with the best education possible.
According to Schumaker and Sommers (2001) leadership for change must be
exhibited by the process of establishing need, validating proposed programs, educating
the staff, involving those affected by the change, providing support, and conducting
ongoing evaluation.
Riggins-Newby (2002) notes that the call to place greater focus on student
standards and outcomes, promote new leadership models, strengthen parental
engagement, and use data-based decision making requires strong leadership not only from
the principal but from the classroom level as well. This can be done if principals include
teachers and university faculty who deliberate together on problems with student learning,
suggest possible solutions, and conduct collaborative research on educational practice and
cooperatively train prospective teachers and administrators. The author indicates that by
enhancing professional development the demands placed on public schools to raise
student achievement can be accomplished through this collaborative leadership approach.
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According to Haycock and Jerald (2002), to close the achievement gap of low-
performing students leadership must explore the following notions:
1. Take responsibility for closing the achievement gap by sharing data on how
educational opportunities are distributed to different groups of students.
2. Use standards to reshape curriculum and instruction by looking not just at
student work but at teacher expectations. Principals can support more
consistent teaching by ensuring that textbooks and other instructional
materials are aligned to standards especially those standards heavily sampled
on state assessments.
3. Find ways to provide extra instruction for students who need it. All children
can achieve at higher levels if they are taught at higher levels. Students that
are struggling need more time and more opportunity to learn. More time
incorporated during the instructional day, instructional extensions after school
hours and Saturday Academies, are all ways to increase additional
instructional time for low performing students.
4. Assigning the strongest teachers to the students who need them most must
become the norm since teachers are the most important part of the learning
equation. Yet, historically, failing teachers have been thrown off on failing
students. Principals can eliminate this practice by placing effective teachers
with low-performing students, (p. 22)
According to Hallinger and Heck (1998), the key to organizational effectiveness is
the principal. Principals in effective schools used a collaborative decision-making
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process that involved a wide variety of stakeholders. "Decision-making power is shared"
and time is provided for this activity (p. 175). Further, principals whose actions were
designed to provide support, challenging work, and a sense ofmission and vision for the
school had a greater effect on reform processes and student outcomes than principals who
focused on fulfilhng basic needs and supplying extrinsic rewards. A "major impact of
principal efforts is to produce changes in people" (p. 175). To do this, principals model
desired behavior, provide individual support, provide intellectual stimulation, foster
group goals, and spend time in classroom supervision and support. These behaviors
influence teachers' perceptions ofprogress in implementing reform initiatives and their
perceptions of improving student outcomes. Overall, the researchers found that
principals "exercise a measurable, though indirect effect on school effectiveness and
student achievement" (p. 186). This effect, although relatively small, is statistically
significant and meaningful. The principal's primary avenue of influence in shaping the
school's direction is "through vision, mission, and goals" (p. 187).
Hallinger and Heck (1998) noted that principals basically work through others—
teachers, support staff, students, and the community-and, hence, have an indirect impact
on their school's outcomes. The principals' role in establishing a clear school mission,
fi'aming goals, and gaining staff consensus is a strong predictor of school outcomes.
Through this, they shape teacher expectations, an academic focus, and students'
opportunity to learn. Further, a principal's high academic goals and high performance
expectations affect several in-school processes such as school culture, goal formulation,
policy, and organization. These, in turn, affect student outcomes. These behaviors
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influence teachers' perceptions ofprogress in implementing reform initiatives and their
perceptions of improving student outcomes.
According to Boles and Troem (1996), changing the way in which teachers are
viewed is fundamental to significant and sustained school reform. True collaboration
requires a basic reform of the workplace. "Teachers must become resources for one
another, and they must become accountable to one another for the work they do. No
longer should teachers stand by helplessly as teacher colleagues 'sink or swim' in their
first few years in the classroom. “No longer can teachers turn a blind eye to the teacher
who is behaving unprofessionally or to those who are just not working hard enough"
(p. 60). Of course, redefining the role of teachers requires redefining the role of
principals. In short, principals must be instrumental in the reculturing of schools to allow
collaborative groups of teachers to organize learning. Those who are committed to
school improvement must become advocates for the creation of teacher leadership roles.
Sergiovanni (1998) expresses that pedagogical leadership invests in capacity
building by developing social and academic capital for students and intellectual and
professional capital for teachers. Capital in this context refers to the value ofhuman
capital which, when properly cultivated, translates into creating the conditions necessary
to improve the level of student learning and development. The author believes this
pedagogical approach is needed because of the societal changes occurring that affect
children.
According to Sergiovanni (1998), principals are the basis for pedagogical
leadership. They must have a commitment to administer to the needs of the school by
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being true to its purposes and serving those who represent its purposes. The principal
must encourage teachers and students to forge a covenant that provides the basis for
ongoing discussion about how teachers, parents, and students can meet their
commitments to each other and to the school.
School Improvement
Improving America’s schools is an ongoing issue (Bennett, 1987; Casey, 2002;
Schlechty, 1997). In recent years, educational reform has taken many turns and assumed
various roles within educational policy as it has evolved within the United States.
Effective school researchers (Brookover, 1984; Edmonds, 1986; Lezotte, 1989) found
that if school resources are used effectively, schools can be successful at teaching all
students, disadvantaged and nondisadvantaged, the skills needed to succeed at the next
grade level. The findings ofLezotte and Jacoby (1990) describe school improvement as a
process journey whereby instruction is focused on “teaching for learning for all and
speaks to “equity in quality” as the destination (p. 7). The authors call for a collaborative
school-based school improvement team, empowered to take action, solve problems, and
select improvement strategies.
Rothman (1997) reported on successful school improvement initiatives in
Kentucky, implemented under KERA (Kentucky Educational Reform Act). These
models exemplified some of the factors critical to success in school reform efforts: strong
leadership, the need for teachers who support the new approaches and believe in the
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students’ potential to achieve at a high level, the importance of regular student
assessment, rewards for improvement, and resources to add new programs to the school.
Haynes (1998) studied the Comer School Development Program, developed by
James P. Comer, MD, as a child-centered, data-driven whole-school change process
designed to enhance school climate and improve students’ psychological, social, and
academic performance. The researcher identified strong and committed leadership of the
principal; training to address resistance to change; patient dedicated acceptance that
change takes time (5-7 years); establishing supportive and caring relationships among
staff, parents and students coupled with a strong academic program to be indicative of
positive reform components. He noted that it is important to connect curriculum,
instruction, and assessment with school climate and relationship issues as elements that
would create a successful school reform model. Haynes (1998) reported that how change
originates, however seems to be less important than how it is communicated and
implemented. He emphasized that meaningful, sustainable change takes time,
commitment, strong leadership, training, and a clear focus on student achievement and
social learning. The involvement of the entire school community, including parents, is
necessary.
Miles and Darling-Hammond (1998) described how reallocating resources while
supporting high levels of student learning can have a positive impact on school reform.
The researchers indicated that “as part of the process of choosing an appropriate school
design, schools might undertake a comprehensive review ofhow their practices,
resources, knowledge, and skills would need to change to implement a new model”
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(p. 27). To implement new strategies, schools might have to challenge “policies,
regulations, and collective-bargaining agreements” (p. 26). Serious attention to
rethinking the way school resources are used can result in significant benefits for both
teachers and students without increasing basic education costs.
Loflin et al. (1998) examined districts after they had completed five years of
school improvement implementation to determine how the process was being sustained.
The researchers indicated five key factors that have a strong relationship in maintaining a
school improvement process and that increased levels of student achievement. These five
factors were (1) leaders who valued the initiative and helped to incorporate it into the
understanding of the process and the principles upon which it is based; (2) involvement
with similar school improvement efforts; (3) continuing staff development accompanied
by follow-up, coaching and support; (4) stability of key personnel; and (5) continued
funding.
Goodlad (2000) expresses that a significant part of the school improvement
problem is its efforts to reform. The concept of reform denotes a negative element by
suggesting that bad people and bad conditions must be transformed into someone else’s
image. The concept of renewal is one that the author promotes through the asking and the
answering of the following questions:
Why is the child failing? What is the school trying to do? How can the
school build an agenda that the staff can get behind to fulfill that school’s
mission and to provide meaningful help to very student? What sort of
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training do teachers and administrators need to renew the school and make
it effective? What resources will the school need to be successful? (p. 84).
Goodlad (2000) notes that no model of reform recommended by serious reformers
has ever made it to the place called school without the school staff, local authorities, the
teacher association, the politicians, and all the forces behind assessment. Unfortunately,
its substance is so diluted that it is totally unrecognizable. School improvement is largely
passed out of the hands of educators. Essentially the politicians have embraced the
behaviorist, linear model, and attitudes of the corporate world.
Goodlad (2000) expresses that if schools are to undertake a serious process of
renewal, there must be a continuing critical mass ofpeople who are committed to the
school agenda and mission, and are willing to spend the time, and who get rewarded for
spending the time on the initiative that is undertaken. Training and achieving critical
mass are related. Training takes place over time, perhaps two or three years, and must be
thoughtful and informed. It involves a great deal of reading, meeting, with leaders, and
prospective leaders, observing places that have had success, and learning how to build a
critical mass of support in a school or school district.
Cuban (2000) notes that school reforms are a product of the cultural, political, and
economic forces of their times. He indicates that the implementation and sustainability of
school reforms are heavily influenced by deliberation and discourse since schools reflect
the public’s sentiments.
Cuban (2000) notes that innovations that have the best chance of sticking are
those that have constituencies that grow around them. Also he further expresses that
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when reforms reflect some deep-rooted social concern for democracy, for equity, or for
preparing students to lead fulfilling adult lives. Schools reflect cultural, political, social,
and economic changes in the larger society. They also, like other institutions, are
continually adapting to external pressures and in doing so, maintain old practices as they
invent new ones.
Student Achievement
Historically, student accountability has continuously impacted educational
practice, and ultimately student learning, and suggests improvement principles.
According to Linn (2000), assessments have been used by policy makers and other
advocates of educational reform throughout the last half century.
Linn (2000) notes that education was significantly changed during the decade of
the 1950s by the writings of James B. Conant. Conant's vision of comprehensive
secondary education was based on two notions. He believed all secondary school
students should be offered a core curriculum, and should be tracked toward courses of
study that best fit each student's needs and talents. As a result, high schools developed
different tracks. Tests were used as a convenient way to assess student needs, talents, and
gifts, and as the basis for student placement. Testing became identified, as a basic tool
needed to fulfill the "sorting and selecting" mission of schools. High schools became
highly differentiated systems where the curricular goals for students in the different tracks
are quite variable. As a result, the within-school variance in student learning is much
greater than the between-school variance. Students placed in one track are taught very
different content than those in another.
28
According to Linn (2000), one of the problems created by this "sorting and
selecting" goal is that it is counter to the current policy stating that schools should be held
accountable for all students mastering a high standards curriculum. The recent Third
International Mathematics and Science Study (TIMSS) revealed that other developed
countries in the study had significantly less within-school variance in the content learned
than students in the United States.
Linn (2000) illustrates that the decade of the 1960s was significantly changed by
the passage of the Elementary and Secondary Act of 1965. This act dramatically changed
how tests were used in schools. In passing this landmark legislation. Congress insisted
that schools show evidence of improved student achievement as a result of these federally
funded programs. The testing demands of the Title I Evaluation and Reporting System
(TIERS) caused a significant expansion in the use ofnorm-referenced tests in schools.
The basic model, promoted by the TIERS system, was a fall-to-spring pre/post-testing
model. Many scholars have documented the problems and limitations in taking the
resulting "gain scores" at face value.
As indicated by Linn (2000) in the 1950s, tests were used primarily for placement,
based on student input (aptitudes and interests). The decade of the 1960s changed the
focus ofthe model from assessing inputs to that ofevaluating the "value added" by
various programs. Educators quickly realized a major problem; norm-referenced tests are
not designed to assess directly what students were taught in school or in a specific
program.
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The apparent limitations of norm-referenced tests set up the conditions for the
minimum competency testing movement of the 1970s. Linn (2000) reported that the
major change brought about by minimum competency tests was that they were designed
to determine whether students mastered the intended curriculum they were taught and
should have learned. As the name implies, it also focused on the low end of the
achievement continuum. The approach created a significant change in most schools.
Educators believed that they had a much better chance to document "value added" if and
when students were assessed on what they actually were taught. The schools worked hard
to be sure that all students had an opportunity to learn what they needed to know to pass
the minimum competency test.
The decade of the 1980s (to the present) as emphasized by Linn (2000)
experienced three changes in assessments. First, there is a significant increase in the
emphasis on holding schools accountable for student performance. Today, schools may
be closed or taken over by the state if performance is not satisfactory. Second, student
performance on mandated assessments is now being used as the basis to promote students
from one grade to the next, or even to earn a diploma. Using assessments for such
important purposes has taken on the name "high-stakes testing." Third, the focus ofmost
of the state assessments shifted from minimum competencies to assessing high content-
based standards for schools serving high numbers ofpoor students (Fritzberg, 2001,
p. 17). American adults cannot read well enough to accurately complete their own income
tax returns. Among the children most likely to be achieving poorly are the children of
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poverty. More than 26 million children receive free or reduced lunch through the
National School Lunch program on a daily basis (USDA, 1997).
Baron (1998) says one of the most central goals, "to improve student
achievement," is measured on the basis ofperformance on the National Assessment of
Educational Progress (NAEP) (p. 1). In fact, while there is limited good news in the 1998
NAEP data, there is a long-standing and unacceptably large difference in reading
performance related to student poverty levels. At grade four, 59% of students eligible for
ffee/reduced lunch scored below the “basic” achievement standard set by NAEP
compared to 27% of students who were not eligible.
Alexander et al. (2001) addressed the education gap ofpoor urban children and
their more affluent counterparts in a study which examined if schools exacerbated
unequal school performance across social lines or if the mitigated such inequality. The
researchers sought to answer this question by comparing achievement gains between low-
SES and high-SES students during the school year and through the summer. The
researchers suggest that comparison of achievement between the two groups during
“schooled” and “unschooled” time could provide significant insight into the effects of
schooling on achievement as well as the inhibiting or supportive role of the home and
community environment.
According to Alexander, et al. (2001), their findings undercut the long-standing,
mistaken notion that schools do not make a difference—^that learning is a ftinction of the
family background a child comes from, not the school he or she attends. Since the
observed school year gains were virtually the same across SES levels, clearly schools do
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matter—especially for children who do not receive much support for learning outside of
school.
Alexander et al. (2001) assert that "disadvantaged children, on the whole, are
capable learners" (p. 183). The authors report that it is the outside-of-school resources
available to upper-SES children, especially during the summer, that cause the learning
gap between them and the lower-SES children to widen over time. Because of this, the
researchers advocate that lower-SES children attend full-day kindergarten and an
enrichment summer school, not one limited to traditional academics. "Decades of school
improvement efforts have foundered on a fundamental design flaw, the assumption that
learning can be doled out by the clock and defined by the calendar” (p. 183).
Because of this, Alexander et al. (2001) advocate that lower-SES children attend
full-day kindergarten and an enrichment summer school, not one limited to traditional
academics. Some students take three to six times longer than others to learn the same
thing. Yet students are caught in a time trap-processed on an assembly line to the minute.
Our usage of time virtually assures the failure ofmany students" (p. 185).
Alexander et al. (2001) concluded that attention must be paid to what students
have learned by the end of each grade, and have the lower-SES children learned enough
so that they will be successful at the next grade? Even substantial gains in achievement
are insufficient if a student has not learned what is necessary to be successful at the next
level.
Reeves (2002) suggested that we view student achievement and accountability
through a holistic lens. Seeing it as “a continuous cycle in which research informs
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professional practice and professional practice yields evidence of its impact on student
achievement” (p. 19). The author advocates that its purpose is improving student
achievement as opposed to "grading, ranking, labeling, sorting, humiliating, [or]
embarrassing" (p. 1). Holistic accountability is comprehensive and constructive; it
includes both causes and factors that significantly affect student achievement, and
qualitative as well as quantitative data.
The research conducted by Reeves (2002) is consistent with other researchers
(Alexander et al., 2001) who support the notion ofwhether or not children have learned
what they need to know to be successful in the next grade. He points out that it turns on
another issue-curriculum and standards alignment. Setting the standards and designing a
curriculum specifically tailored to the standards clearly articulates what students must
learn and be able to do with established benchmarks for success. If a school's staff has
not aligned the curriculum and established annual benchmarks, then whether or not
lower-SES children will learn what they need to know each year will be a matter of
chance.
A study conducted by Baron (1998) indicated that when local district policies and
practices are implemented such as active local school board support; creation of strong
ownership and accountability mechanisms in every school; the linking of teacher
evaluation to student assessment through disaggregation of data; the provision of
professional development opportunities focused on reading; parental involvement;
continuous monitoring of student achievement; and increasing the amount of time
available for reading instruction, student achievement in reading increased.
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School improvement means different things to different people. Local educators
often see expansion or modification of a program as evidence of school improvement.
For the most part, policymakers place a great deal of emphasis on changes in test scores
as the most telling evidence of improvement or the lack thereof Leaders of school
improvement should be certain that parents, teachers, and administrators have a sense of
the recent history of assessment and accountability. People, especially parents, may
disagree with the emphasis that the states and federal government place on test scores.
However, they need to understand the pressure this places on the individual school, and
ultimately on the individual teacher. Recent evidence suggests that parents are now
beginning to resist the high stakes tests when their children may be adversely affected by
the results.
Most teachers and administrators were not trained to think about teaching and
learning as an evidence-based task. Likewise, most administrators were not trained to
lead results-driven schools. The current realities, associated with assessment and
accountability, require all educators and parents to examine their beliefs and assumptions
about how schools should be organized and operated as a system. Some training that
incorporates a review of the recent history of assessment and accountability would assure
all participants a common language and a shared understanding of the forces that define
current reality for public schools.
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Instructional Effectiveness
According to Lezotte (1990), teachers need to believe in their heads and hearts
that if they teach the essential learnings and the students learn them, all their students will
do well on the measures of student outcomes. Instructional effectiveness at the
elementary grades in reading should ensure that reading concepts and skills necessary for
successful middle school performance are taught and to permit reading for personal
enjoyment.
Anderson and Pellicer (1998) studied four schools and identified factors of
effective instruction for students in low-SES schools. "Curriculum integration was
evident at each of the four schools" (p. 253). The primary academic focus was on the
basics, but students were also taught thinking skills and given opportunities to participate
in hands-on activities. "In-class assignments were far more likely to involve movement
and participation than the use ofworksheets" (p. 252). Extensive opportunity to learn
important concepts was provided to students in all four schools. Teachers in three
schools said “they taught what needed to be taught for students to do well on state tests of
basic skills" (p. 252).
According to Anderson and Pellicer (1998), effective communication was
reported across academic subjects, with teachers and administrators constantly talking
about the academic needs of students. "The compensatory teachers made almost heroic
efforts to coordinate their programs with the regular school program" (p. 253). The
authors also reported teaching was "noticeably student-centered at the four schools"
(p. 253). Student involvement in their learning was accomplished through activities that
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"integrated subject areas and gave students opportunities to engage in activities that
appealed to them" (p. 254). Incentives, rewards, and recognition were frequently used to
motivate students. The research team also noted that all students were treated with
dignity and respect. "There was a genuine trust on the part of teachers in their students'
ultimate abilities to succeed" (p. 254).
Anderson and Pellicer (1998) reported that measuring student success was an
important activity in each of the four schools studied. Student progress was monitored
closely by teachers and aides. This information was readily shared with students and they
"teamed to be responsible for their own success" (p. 255).
According to Anderson and Pellicer (1998), a wide variety of teaching strategies
was used. Teachers knew the strengths and needs of individual students well. Effort was
placed on having students "think, consider, and reconsider" through much teacher-student
interaction and discussion (p. 255). In this active learning environment, teachers and
aides worked together to anticipate the learning needs of every student.
Hodges (1996) contends that teachers who perform high quality workwith “at-
risk” students know that, despite reform efforts and endless debates, “knowledgeable
teachers” make the difference in the education of students in under-served neighborhoods
(p. 223). Teachers in inner-city classrooms must develop a repertoire of research-based
strategies and continue to keep abreast ofnew developments in the fields. All
professional educators are expected to remain current in their practice, but teachers in
urban classrooms are particularly vulnerable when inadequately prepared for classroom
instruction.
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According to Hodges (1996), “A growing body of research suggests that unless
we provide opportunities for teachers to continuously enhance their knowledge and skills,
reform, efforts may be wasted” (p. 224). The author proposes 10 strategies “for using
research to inform practice in urban school settings”:
Strategy 1: Implement School-BasedStaffDevelopment Programs. Practitioners
need "continuous coaching, modeling, and active assistance during
implementation ofnew practices to translate the latest research about instruction
into practice" (p. 228). Therefore, the school must become "a laboratory for
continuous leaming-a center of inquiry into the learning process-for students and
for staff' (p. 229).
Strategy 2: Cooperatively Plan and Support StaffDevelopment Programs.
Teachers should be involved in the planning of staff development activities
intended for their professional growth. Principals and district staffmust provide
support for the implementation of the initiative so that the training components,
which are implemented in the classroom also, become a part of the school culture.
Strategy 3: Ensure that StaffDevelopment Programs Contain Effective Training
Components. Staff development activities are more successful when planning is
"based on the best available knowledge about how adults learn" (p. 233). Five
training components have been identified as helpful to teachers when
implementing new classroom strategies: “(a) presentation ofmaterial;
(b) demonstration of skills; (c) practice; (d) feedback; and (e) coaching" (p. 233).
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Strategy 4: Offer Cooperative/Collaborative Training Experiences.
Opportunities to reflect on classroom practice and engage in action research are
presented as two strategies likely to cause teachers to alter traditional classroom
performance. "Action research also has been identified as an approach that is
capable of enriching school-based staff development experiences by helping
practitioners to think more reflectively about how best to solve classroom
problems and manage school improvement plans" (p. 235).
Strategy 5: Design Research-BasedStaffDevelopmentPrograms Focused on
ImprovedStudent Performance. Effective staff development programs must
address the needs of teachers and produce a significant positive effect on student
achievement. Research indicates that many students at risk of academic failure
"have learning proclivities that are at odds with the practices employed in the
traditional classroom" (p. 236). Instead of lecture-dominated, passive teaching
focused on isolated content, inner-city youth need approaches that "include an
emphasis on the development of the whole child, the use of diagnostic methods to
meet students' individual differences and to help them attain maximum academic
and behavioral standards, the use of a wide variety of appropriate teaching
strategies to sustain high expectations for student performance, and the display of
supportive affective teaching behaviors" (p. 236).
Strategy 6: Maintain High Expectations andStandards. "Negative assumptions
about an individual's potential result in unequal learning opportunities that often
take the form of tracking or ability-grouping practices, endless lecture, rote and
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drill exercises, and an unchallenging and often boring curriculum" (p. 238). It is
crucial for educators to have (and communicate) high expectations to all students,
combined with a high-content curriculum that helps students think critically and
master subject matter.
Strategy 7: Commit to Long-Term TrainingEfforts. Staff development should be
designed to cover a three- to five-year time frame. This commitment
acknowledges the complex process required to change the culture and climate of
the school, and allows time for the institutionalization ofnew teaching strategies.
Strategy 8: Establish Ways to Support andRecognize the Transfer ofNew
Learnings. Teachers are motivated to take on the extra work required to change
classroom practices if they believe doing so will make them better teachers and if
they believe the new approach will increase student performance. "In no case did
extrinsic rewards, such as additional pay or release time, change teachers' beliefs
and attitudes about the advantages of implementing new practices or committing
to long-range professional development activities" (p. 241).
Strategy 9: Assess Program Effectiveness on SignificantMeasures. Whether or
not new strategies are transferred into successful classroom application will
depend "on how the evaluation process is managed" (p. 243). Evaluation must be
ongoing and "informed by multiple sources of data, both quantitative and
qualitative" (p. 243). In addition, all staff should be involved in designing and
evaluating these new efforts.
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Strategy 10: Link Research to Teacher Preparation Programs. An alliance
between the higher education community and the schools that serve urban youth
"will lead to the development of reflective school communities that actively use
the research on teaching and learning" (p. 245). New teachers will be better
prepared to enter inner-city classrooms and practicing teachers will have ready
access to current research and innovative instructional approaches.
Beck et al. (1998) reported on effective strategies for reading achievement.
Reading is an important source for developing children's knowledge base because access
to a variety of texts can provide vicarious experiences to enhance the linkage of ideas.
The author noted that an individual's listening vocabulary often exceeds decoding
abilities; therefore, challenging content "can be presented to young children from book
selections that are read aloud" (p. 44). Reading aloud to children provides key
experiences with "decontextualized language, making sense of ideas that are about
something beyond the here and now" (p. 44).
Beck et al. (1998) noted that children's vocabularies must be enriched and
expanded. Enhancing children's ability to "know and use words increases their capacity
for knowing how to use context to learn about words, dealing with figurative language,
and learning about word parts and how to use them in understanding meanings" (p. 46).
In the intermediate grades, comprehension is often identified as a reading
difficulty when students fail to exhibit active engagement with what they read. "It is as if
the words roll by with little more than their outward forms registering" (p. 47). One
strategy for helping students to become actively involved in reading is to encourage them
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to respond to what they read through collaborative discussions, in which they share and
challenge each other's ideas (Beck et al., 1998).
According to Latham (1998), several studies have looked at the basic skills from
the perspective of students’ eventual success in the workforce. For example, Benz (1997)
studied how instruction for students with and without disabilities predicts positive
employment outcomes. One key finding was that students with disabilities who had
strong reading, writing, or math skills were two to three times more likely to be
competitively employed than their peers with low skills. Daggett (1994) points out that
while American students typically read novels and plays, industrialized European and
Asian nations require four years of “technical reading” of documents like technical
manuals and tax codes. He advocates a curriculum in which students are taught “reading
for information” across the different subject areas.
Sapon-Shevin (2000) notes that the use of integrated curriculum, projects, and
learning centers; the creation ofmultiple intelligences are all necessary responses to
student diversity. When teachers design their own curriculums—free from the constraints
of a single textbook, of rigid expectations students, and limited resources—^their
collaborations generally yield participatory, multisensory, and cooperative curricular units
and activities.
According to Bernard (1999), effective practices include reciprocal teaching, in
which the teacher and students take turns leading a dialog to construct meaning from
what they read or hear, and problem-based learning, which engages students in solving
real-world problems. A sound teaching program ensures effective implementation and
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articulation of the curriculum and evaluates and renews the curriculum to meet the needs
of the students in each classroom. If schools are to achieve goals of success for all
students they must focus on student assets including their backgrounds and prior
experiences varied teaching strategies and meaningfijl learning collaborative settings.
Instruction must be aligned with the goals and expectations of students’ learning.
Bernard (1995) notes that of critical importance to each child’s success is the school’s
emphasis on high expectations for all students. Opportunities for meaningful
participation can foster resilience and counteract the risk factors in a child’s life.
Slavin (1998) promotes actively involving and engaging students in their learning
and expanding instructional support for student learning. Such a school engages all
students in challenging and meaningful activities that range from solving authentic
problems to exploring real-world issues and relating them to students’ culture,
knowledge, and experiences. According to Fuchs et al. (1997), peer tutoring and peer
assisted learning students in peer-assisted classrooms demonstrated greater reading
progress (p. 174).
Tomlinson (1999) endorses using assessment daily as a diagnostic tool so that
modifications can be made in content processes or product through differentiated
classroom instruction.
According to Davidson and Myhre (2000), current instructional practice is often
informed by what the teacher observes and hears rather than through reliable and valid
measures, especially in reading. Assessment systems of student learning should be based
on clearly articulated and appropriate expectations of student achievement. Assessments
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of student learning are developed to serve as clearly articulated purposes and the
information needs of specific users. Quality assessment systems are developed using a
method that can accurately reflect intended performance standards and serve intended
purpose. The student learning assessment system provides for the collection of a
comprehensive sample of student performance that is sufficient in scope to permit
confident conclusions about student achievement and yield generalized goals.
In a report conducted by the U.S. Department ofEducation (1999), high-
performing, high-poverty schools were found to focus their efforts around six general
strategies: "Use state standards extensively to design curriculum and instruction, assess
student work, and evaluate teachers" (p. 2). The most significant finding, according to
the authors, was the extent to which these schools used standards to guide the school's
activities. A full 80% reported that standards are used extensively in their schools to
design curriculum and instruction; 94% indicated that they use the standards to assess
student progress; 77% indicated that they had a regular mechanism and process for
teachers to analyze student work; and 59% reported that the state's standards were used to
inform teacher evaluations. The authors concluded that top-performing, high-poverty
schools made explicit and extensive use of state standards in planning and evaluating
curriculum, instruction, and student work.
According to the 1999 report, 78% of the high-poverty, high-performing schools
indicated that they provide extended learning time that emphasizes achievement in the
core subjects. The extra time devoted to making sure low-achieving students are solid in
the basic core subjects was credited with producing better results. Eighty-three percent
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reported an increase in the amount of time students spend discussing work with other
students. Ninety-five percent reported an increase in the use of technology.
The 1999 report indicated that it was crucial to "implement comprehensive
systems to monitor individual student progress and provide extra support to students as
soon as it's needed" (p. 3). A key component of the Title I program emphasizes the use of
high standards for all students. In addition to these high expectations, the Title I program
requires schools to frequently monitor student progress and provide appropriate support
when and where needed. Eighty-one percent of the schools reported that they had a
comprehensive system for monitoring student progress and providing early support to
students. Monitoring systems provide a means of determining which students need
immediate help and, ifwell aligned with the standards, pinpoint what help is needed.
Another critical factor was to "focus their efforts to involve parents on helping
students to meet standards" (p. 3). High-poverty, Title I schools have had parent
involvement in the form of school-level councils since 1965. In that sense, parent
involvement is not new. What is new is how the parents are now involved. The survey
data clearly indicate that these schools are increasingly focusing their parent involvement
efforts toward areas that most directly affect student work. Nearly one-third of the
schools reported that 25-50% of the parents were involved in processes designed to help
them understand the quality of student work. The authors concluded that these schools
were having success in involving parents in more academic areas of their children's
schooling.
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It was concluded that it was important to "have state or district accountability
systems in place that have real consequences for adults in the schools" (p. 3). A sense of
accountability and responsibility for student achievement is an important characteristic of
the high-poverty, high-achieving schools. A full 45% reported that accountability took
the form of strong sanctions for schools and principals. Similarly, 35% reported that
teachers were held responsible for student achievement. One-third of the schools
reported that they provided rewards for students when they improve, and fewer reported
that teachers receive rewards when their students post gains.
Organizational Effectiveness
Organizational effectiveness is the interaction of school and classroom climate
factors that create a fabric of support that enable members of the school community to
teach and learn at their optimum levels. Often these factors can exert a powerful
influence on the instructional effectiveness of the school. A key element in
organizational effectiveness is school climate. While having a positive school climate is
not an end in itself, virtually all school effectiveness literature of the past three decades
has recognized the important role it plays in effective schools.
According to Freiberg (1999):
School climate is the heart and soul of a school. It is about the essence of
a school that leads a child, a teacher, and administrator, a staffmember to
love the school and to look forward to being there each day. The climate
of a school can foster resilience or become a risk factor in the live of
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people who work and learn in a place called school, (p. 10)
According to Kratzer (1997):
The cultivation of a caring community within an urban neighborhood
public school is viewed by some educators as an impossibility, by others
as being in conflict with academic effectiveness, and by still others as
unnecessary for the successful achievement of students. Nevertheless, a
significant group of educators advocate schools as caring communities,
particularly in meeting the needs of low-socioeconomic urban students of
color, (p. 345)
Kratzer (1997) conducted a single-site case study during one school to examine
how one urban public school demonstrated characteristics of a caring community. The
researcher found that effectiveness in both the social-emotional and the academic
domains is important for school improvement that centers on the whole person. A
positive school climate is a key characteristic of schools that are effective for all children.
This case study once again reinforces previous research that the establishment of a caring
school community is an important factor in a school's ability to make a difference in the
lives of children. This includes urban students living in lower socioeconomic
neighborhoods and those who come from diverse ethnic and linguistic backgrounds. In
fact, for these children, more than any others, a supportive school culture may be the
crucial factor, which makes school success possible.
Another recurring element of organizational effectiveness is that of culture.
According to Deal and Peterson (1999), school culture has ofl;en been neglected as the
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soft side of leadership, ranking behind goals, high standards, programs, and
accountability. However, contend the authors, school culture is not only important, it is
key to student learning and achievement. School culture supports all reform efforts;
without it, most mandates and programs will ultimately fail.
Deal and Peterson (1999) report that school culture is the spirit that infuses the
school, its unwritten rules and expectations. Its central elements are the school's mission
and purpose, history and values, architecture and signs, rituals and ceremonies, traditions
and pride, stories and legends. They emphasize that successful, caring, and intellectually
challenging cultures improve student learning, and “the culture of an enterprise plays a
dominant role in exemplary performance” (p. 1).
According to Useem et al. (1997), “schools lacking common norms, networks,
and trust have difficulty implementing reform” (p. 72). The authors suggest some
possible strategies to overcome barriers, such as waivers ofunion contract rules and
providing principals with more scheduling authority to allow more time for collegial
interaction and greater flexibility in work rules. In addition to making adjustments in
institutional policies and practices, advocates for school change must recognize the
importance of teachers and administrators learning to work cooperatively in teams, so that
they will develop trusting relationships which encourage them to take risks to bringing
about change and to commit themselves to the difficult process of reform.
Hoy and Sweetland (2001) reported that the most effective organizations were
characterized by "flexible guidelines that help reflect 'best practices' and help
subordinates deal with surprises and crises" (p. 298). In these organizations, problems are
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viewed as opportunities, trust is fostered, and differences are valued. Problem solving is
supported, participation and collaboration are evident, trust is required, and the ultimate
objective is improvement. As a result, this type of organization is characterized by
employment security, professional perspective, cohesive work groups, limited
management-labor conflict, pressures for change, employee participation, and an
emphasis on improvement (p. 298).
Hoy and Sweetland (2001) theorized that an enabling bureaucracy would promote
a sense of trust between teachers which, in turn, would promote a climate that allowed a
school to function effectively. Their research, based on data from 97 Ohio high schools,
supported this theory. Specifically, the researchers found that the more enabling the
school structure, the greater the degree of trust among teachers and the more they felt
empowered within the organization. Trust is critical to an organization because it allows
for maximum productivity and effective functioning of the organization. Trust is the
foundation for schools to be genuine and effective. In an enabling hierarchy, teachers
trust each other; they trust their leader as well. Principals who help teachers solve
problems, encourage open communication, and help teachers do their jobs characterize
enabling bureaucracies. The principal is viewed as being responsive to teachers' concerns
and teachers feel they can rely on their principal. While an enabling structure (hierarchy)
facilitates faculty trust in the principal, it also reinforces the enabling bureaucracy. Open
communication is encouraged which helps staffmembers be honest with each other.
Trust is fostered and participants learn from mistakes. According to the researchers, an
enabling bureaucracy fosters cooperation and professional discretion.
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Gladden (1999) conducted a study based on interviews with principals in high-
achieving/high-poverty schools, and were able to identify three common factors or
organizational effectiveness: school climate, school size, and leadership style. All six
principals in the study stressed the importance of school climate and felt that establishing
a positive climate was their most important task.
According to Brost (2000), Shared Decision-Making (SDM) was originally
introduced in schools because of a desire to democratize the workplace. The goals were
community participation, parent involvement, and teacher empowerment. But more
recently, there has been "an increasing interest in Shared Decision Making as a tool for
improving school performance.” SDM can promote school restructuring by improving
the quality of decisions; by increasing the likelihood of a decision being accepted and
implemented; by strengthening staffmorale, teamwork, trust, and commitment; and by
helping staff and administrators acquire new skills (p. 58).
According to Brost (2000), another critical element is professional community.
The school staffmust act as a professional community of peers, sharing a clear purpose
for all students' learning, and taking individual and collective responsibility for student
achievement. They must communicate their high expectations to the students, and their
belief that the students will be successful if they work hard.
Brost (2000) emphasized that all stakeholders in the change process must be
acquainted with the goals, plan, and measures of school improvement. Teachers also
need data on the best instructional practices that will enable them to develop and improve
their teaching skills.
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According to Hallinger and Heck (1998), the key to organizational effectiveness is
the principal. Principals in effective schools used a collaborative decision-making
process that involved a wide variety of stakeholders. "Decision-making power is shared"
and time is provided for this activity (p. 175). Further, principals whose actions were
designed to provide support, challenging work, and a sense ofmission and vision for the
school had a greater effect on reform processes and student outcomes than principals who
focused on fulfilling basic needs and supplying extrinsic rewards. A "major impact of
principal efforts is to produce changes in people" (p. 175). To do this, principals model
desired behavior, provide individual support, provide intellectual stimulation, foster
group goals, and spend time in classroom supervision and support. These behaviors
influence teachers' perceptions ofprogress in implementing reform initiatives and their
perceptions of improving student outcomes. Overall, the researchers found that
principals "exercise a measurable, though indirect effect on school effectiveness and
student achievement" (p. 186). This effect, although relatively small, is statistically
significant and meaningful. The principal's primary avenue of influence in shaping the
school's direction is "through vision, mission, and goals" (p. 187).
As Fullan (1998) states, “There is no magic bullet; research can give us promising
lines of thinking but never a complete answer. Each group to a certain extent must build
its own model, and develop local ownership through its own process” (p. 5). This study
is one school’s model and the process that it took to increase student achievement and
promote school improvement. The school in this study realized that there was no magic
bullet or panacea for creating increased student achievement in reading and school
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“77;e theoreticalframework is derivedfrom the orientation
or stance thatyou bring to your study.'"
(Merriam, 1998, p. 45)
If one views school improvement as a process and not an event, then perhaps this
process can lead to the destination of student achievement. This researcher views the
purpose of the school improvement process as not to simply develop a plan. The purpose
is to improve so as to build and strengthen the instructional capacity of the school and to
support students’ achievement of the desired results for their learning. In short, the
purpose is to add value to student learning. It is a continuous process in providing a
quality learning organization.
The scaffolding, structure, and frame of this study that Merriam (1998) discusses
interlocks through the examination of the perceptions and observations of the participants
as they implemented a comprehensive school reform model using the Reading
Renaissance program. This study draws upon the concepts, terms, definitions, principles,




Cresswell (2002) noted that in qualitative research variables are not used and they
are not measured. Instead, the exploration of a central phenomenon and a detailed
discussion are the objects of the study (p. 150). This researcher did not explore the
relationship between predetermined variables, yet used the derived research questions to
identify the phenomenon of the Comprehensive School Reform Model. This notion is
supported by Strauss and Corbin (1990) when they explain that qualitative research does
not entail making statements about relationships between a dependent variable and an
independent variable as is common in quantitative studies, because its purpose is not to
test hypotheses (p. 41).
The Comprehensive School Reform program begun in 1998, aims to raise student
achievement by helping schools across the country to implement successful, entire-school
reform programs that are based on reliable research and effective practices. The CSRD
program provides a clear strategy for converting education research the federal
government has supported over the years into models for school-wide change. This
systematic approach to schoolwide improvement incorporates every aspect of a
school—from curriculum and instruction to school management. The framework
addresses none specified components that schools must incorporate into their initiatives
which include: measurable goals; support form staff development coordination of
resources; evaluation; and a comprehensive approach into a school-wide reform plan.
The Renaissance Learning School Improvement Model (initially known as
Reading Renaissance) was selected by 95% of the KinsbyWay staff in a secret ballot vote
and was approved via application to state competition. This model is reading
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improvement program for grades pre-K to 12. Accelerated Reader (AR), is a
computerized curriculum management system, and Reading Renaissance, a program of
teacher practices employing student formative diagnostic assessment data from AR and
other software assist teachers in accelerating student reading practice time. AR and
Reading Renaissance provide teachers with a solid basis of formative information
feedback to improve their reading instruction. The AR software helps teachers manage
the activities of (1) reading aloud to students, (2) independent guided book reading,
(3) paired and repeated reading, (4) textbook material, (5) reading magazines, and
(6) reader application of higher-order skills of kinds that appear on standardized literacy
tests. According to Ysseldyke et al. (2001), curriculum management systems have been
proven by research to be reliable and valid for enhancing the level of information
educators need to modify instruction for students (Black & William, 1998; Deno, 1985;
Fuchs & Fuchs, 1988; Shinn, 1995).
Another focus of the theoretical framework is the notion that many school reform
efforts begin with policy changes and institutional reforms at state, districts, and school
levels, which are intended to eventually produce the desired changes in the classroom—
the heart of learning. The real measure of effectiveness for any educational reform is not
how many people are talking about the program, but the extent to which it produces
results in the classroom. The classroom is the most important focus of school change.
This study focuses on educators who engaged in the practices and principles of this
program in their individual classrooms and thereby schoolwide change was invariably the
result of their commitment and success.
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Definition of Terms
This qualitative study examines the three-year implementation of this program as
a comprehensive school model. Although it did not explore the relationship between
dependent and independent variables, there were various terms that were used in the
development of this study. For the purpose and clarity and consistency, the following
terms and definitions are provided;
Academic Achievement: Student progress through the school system and the
standards for their performance which describes what they need to know and be able to
do so that they are successful young adults as family members, citizens, and workers in
society. This performance is reported by the state ofGeorgia as Level 1: Does not meet
standards. Level 2: Meets standards. Level 3; Exceeds standards.
Appropriate Level: Focus practice in each student’s Zone ofProximal
Development- easy enough for success, challenging enough for growth.
Information Feedback: Provide students and teachers with quick, accurate data to
manage practice and target instruction.
Master Classroom Certification: Model Classroom Certification must be
maintained for 18 consecutive weeks after receiving Model School certification.
Model Classroom Certification: No more than 10% of students who have been
class members for at least 12 weeks may be classified as at risk on the AR diagnostic
report, a sample ofwhich must be submitted with the application. The class must be
receiving at least 80% of this practice time appropriate to its needs and grade level.
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Model School:
• At least 80% of the reading teachers have Model Classroom certification.
• No more than 10% of students schoolwide are at-risk according to the
diagnostic school summary.
• Practice time of reading to/reading with and reading independently averages at
least 45 minutes schoolwide.
• Reading Renaissance principles, as summarized by the checklist, are being
applied throughout the school.
Personalized Goal Setting: Use information to set individual student goals and
monitor progress toward these goals.
Practice Time: Increase time to practice essential skills in reading during the
school day.
School Improvement: The outcome of successful change by many individuals
which represents the collective interest and commitment of a “community of shared
values,” leading to evidence of increased student achievement and an effective school
setting. The school improvement process can also be defined in terms of instructional
effectiveness as reflected in the literature review.
Limitations of the Study
This study focuses on one particular setting in one elementary school in an
attempt to provide insights about the implementation of a reform model and its effects on
school improvement and student achievement in reading. The study is limited to
56
interpreting the perceptions, feelings, insights, and experiences of the faculty, staff, and
external personnel through interviewing; analyzing formative assessment data and the
observations during a three-year period. The researcher acted as participant, observer,
and practitioner. The researcher was the primary qualitative data collector in this study
and was an administrator in the school being studied. Since the researcher was a novice
in conducting a comprehensive qualitative research project, limitations were inherit in
data collecting and analyzing skills. This study may contain similarities to some other
school situations, but it should be recognized that this school is a singular location.
Summary
The theoretical framework is the scaffolding and frame of this study as indicated
by Merriam (1998). This qualitative study views school improvement as a process and
student achievement as the evidence of its success. Through the examination of the
participants’ voices, insight into their experiences can be examined and their perceptions
can be used to construct meaning of the school improvement process and its impact on
student achievement. Limitations were noted and thereby generalizations cannot be made
from this qualitative study.
CHAPTER IV
RESEARCHMETHODOLOGY
“The general logic and theoreticalperspectivefor a research project. ”
(Bogdan & Biklen, 1998, p. 31)
This chapter describes the method used in this study and discusses its design. In
this chapter there is a brief description of the design of the study and a discussion of the
participant and site selection. In addition, the procedures for data collection and the
methods used in analysis are also described in this chapter.
Design of the Study
This study uses the case study research design ofone school. Stake (1995) noted
that a case study “examines a specific phenomenon and illustrates the complexities of a
cultural event” (p. 5). The school is a cultural location. The school improvement
initiative is a cultural activity, and the participants are members of the culture. Yin
(1984) defines case study in terms of the research process. “A case study is an empirical
inquiry that investigates a contemporary phenomenon within its real-life context,
especially when boundaries between phenomenon and context are not clearly evident”
(p. 13). This case study, through the interaction of these participants, presents elements
ofperception and particularity and focuses on the collection of data from teachers, staff
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members, and administrators in the school studied. This concurs withMerriam (1998) in
that it is an intensive, holistic description and analysis of a school as it implemented a
comprehensive school reform model. The researcher used traditional action research
since it tends to emphasize issues of efficiency and improvement of practices. It also
enabled the researcher to make sense of the participants’ experiences and engaged them
in professional learning, and observations of the effects of the comprehensive model were
observed in the context in which it occurred (Anderson et al., 1994).
The study also provides perceptual data from historical documents and accounts
of the organizational changes during the three year period, 1999-2002. Huberman, in the
text ofFullan’s (1992) book. Successful School Improvement, recorded:
We are in the realm ofperceptions, even in the most technological or
material-based projects, and these perceptions will determine the actions,
or inactions, that follow. We would be foolish to ignore them less
seriously than more instrumental aspects changing an instructional
program or resolving a core institutional problem, (p. 8)
This case study’s goal is essentially descriptive and ofhistorical significance in
viewing the three-year implementation of the Comprehensive School Reform Model
(Merriam, 1998, p. 6). Describing the perceptions and experiences of the participants
does this. This researcher selected this design due to the nature of the special features.
Merriam notes that these features are particularistic, descriptive and heuristic.
The particularistic nature of the single setting, KinsbyWay Elementary School,
and the specific program being studied were congruent with the design elements for the
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practical problem being examined. This descriptive nature enabled the researcher to
include as many variables as possible and portray them over the three-year period. The
heuristic nature of the design afforded the researcher the ability to reveal insights that
might have been overlooked had the study been conducted using a qualitative design.
This design enabled the researcher to describe the context and population ofKinsbyWay
Elementary, and thus providing illumination and insight on discovering the extent to
which the Comprehensive School Reform Model had been implemented and providing
immediate feedback of a formative nature (Merriam, 1998, p. 330).
Site Selection
The 1998-98 school year called the school to address recommendations specified
by the visiting team during its Southern Association ofColleges and Schools
accreditation process. It was a district level mandate that the school select a
Comprehensive School Reform Model since it was deemed to be an approach to school¬
wide improvement that would incorporate every aspect of a school from curriculum and
instruction to school management. A program and a process such as the one selected
would be designed to enable all students to meet challenging academic content and
performance goals. Also this type of program provided a framework for using research to
move from the multiple, fragmented educational programs the school had in place to a
more unified plan with a single-focus—academic achievement as the school’s focus.
This type ofmodel could also become a product of the long-term, collaborative effort of
the school, staff, parents, and district staff Administration, faculty, and staffwere
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encouraged and readily embraced not only the model but the prospects ofmaking a
difference and turning a low-performing school into a place of pride and a place where
young minds could be accelerated through learning.
The School
The school chosen for the study is located in a mid-sized city approximately 45
miles south ofAtlanta. The school serves approximately 398 students in grades
Prekindergarten through fifth. The student body, with exception of its two mildly
intellectually disabled classes, all comes from neighborhoods immediately surrounding
the school. The current student population is approximately 93% African American, 6%
Caucasian, and 1% Hispanic. Nearly all (92.2%) of the student population is eligible for
free or reduced price lunches.
The student population is somewhat transient. Thirty-seven percent of the
students currently enrolled have attended one other school besides this school. The
majority of the students (63%), however, have only attended this school. Prior to
enrolling in kindergarten, 81% of the students either attended the school’s Pre¬
kindergarten program. Head Start, or some other form of daycare.
Many of the parents of the current school’s population attended the school
themselves. Demographic information concerning family and/or household make up of
the students was obtained from registration forms and from informal surveys. It was
revealed that the majority of the parents have a high school diploma or less. The majority
ofworking parents is employed in industrial plants in and around the city. Almost one-
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fifth of the parents in the school are currently unemployed. This data, plus the large
number ofparents who hold unskilled jobs somewhat explains the large number of
students who qualify for the Federal School Lunch program.
Thirty-six teachers and professional staffmembers serve the students at the
studied school. The faculty and staffmembers include a principal, a learning resource
specialist, a counselor, and a media specialist. The learning resource specialist serves as
the site coordinator. Approximately two-thirds (66.7%) of the staff has a Bachelor’s
degree, another 14.8% reported having a Master’s degree, and 18.5% reported having a
degree beyond the Master’s. More than one-fourth (28.5%) of the teachers possess more
than 20 years of experience. Over one-half (51.9%) of the teachers have one to five years
of teaching experience at the school, and 11.1% have six to ten years of experience
teaching at this school. Another 8.5% of the teaching force has more than ten years of
teaching experience at this school.
Because the school meets requirements to be designated as a Title I school,
funding has been limited with the steady decrease in moneys from the federal level. The
school’s success at competitive grant writing enabled it to implement the Comprehensive
School Reform Model. This model combines technology, motivation, and individualized
instruction to support a regimen of extensive in-school reading practice. The needs
assessment from the school’s Comprehensive Plan included, a survey of school staff,
survey ofparents, examination of ITBS test scores, review of current programs
implemented to increase student achievement, and recommendations given by the 1998
62
Southern Association ofColleges and Schools (SACS) visiting panel. The following is a
review of each assessment.
ITBS Scores
Based on the 1998 state report of results of student testing, the third grade
students were the lowest in the state ofGeorgia. Students in grades two through five
were given the ITBS each spring. A three-year comparative analysis was done to
determine trends in test results. The students at this school scored consistently low in
each subject. These low scores indicated an urgent need to examine teaching strategies
and program opportunities that support both reading and math. It was found that the
students improved scores in math but decreased in reading. This finding also indicated a
need to find ways to assess the areas ofweakness in the present reading program. Also it
was evidenced that early intervention methods and greater reading practice opportunities
were needed.
Survey of the School Staff
A school culture assessment was administered to each staffmember. This
assessment focused on areas of collegiality, experimentation, high expectations, trust and
confidence, tangible support, reaching out to the knowledge base, appreciation and
recognition, caring celebration and humor, involvement in decision-making, protection,
ofwhat is important, traditions, and open communication. At the school the results
showed that the staffwas generally satisfied. The areas that showed some level of
concern were high expectations, tangible support, and appreciation recognition, reaching
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out to the knowledge base, involvement in decision-making and protection ofwhat is
important.
Survey ofParents
Parents were provided the opportunity to complete a survey at the school as a part
of the accreditation process. The survey addressed several areas from student learning
opportunities and discipline to parent involvement opportunities. Further, they were
asked to give the school a grade. The results showed that parents have a positive
perception of the school. Most parents responded that they had a positive perception of
the school. Most parents responded that the school was already doing all of the right
things. There was no recurring theme on how the school could improve. After school
programs were mentioned several times. The majority of the parents would like to
continue to schedule meetings at night and most parents felt their needs could best be met
through conferences and phone correspondence. There were many parents who indicated
that the school should continue to provide services to help their child succeed in school.
Review ofPrograms
The school had a number ofprograms designed to have direct impact on student
achievement. The school was aligned with the intent to raise the level of student
achievement. The following programs were:
Reading First: A reading project for students in grades K-3. Students spend at
least three hours a day in reading classes that combine instruction in explicit, direct,
systematic phonics as well as quality children’s literature. Students are individually
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assessed using the Iowa Tests ofBasics Skills, a reading informal, phonics test, basic
sight word test, and an attitude survey toward reading. The project was funded by the
state ofGeorgia.
Special Instructional Assistance (SIA) Program : The state ofGeorgia designed
the program in an attempt to serve students with identified developmental delays that may
prevent them from reaching a level ofperformance consistent with normal expectations
for their respective years. Its emphasis was on improved instruction and increased
academic achievement through the components of instruction, parental involvement, staff
development and evaluation. The program was changed to the Early Intervention
Program in 2000 by the state Department ofEducation.
MorningKindergarten Peer Tutoring: Fifth grade students tutor kindergarten
students every morning prior to the start of school. The school counselor facilitated the
group and they jointly planned lessons in language arts and math.
Parental InvolvementProgram: The parent liaison assisted family members
through workshops, home visits, and community outreach activities. The center was open
daily for parents to visit, attend meetings, or conference.
The recommendations given by the SACS visiting panel were the final assessment
component. The panel made the following recommendations:
• There was a need for the staff to research, identify, and implement alternative
assessment methods in addition to the ITBS.
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• Updated computer hardware and software programs are added to expose all
students to the most current educational software programs and fimctions of
computer technology.
• Staff development need of the faculty should be regularly assessed to address
the areas of cognitive development that positively affects students’
achievement.
• Staff development training that will address the urgent need for all faculty and
staffmembers to utilize existing computer hardware and software.
The faculty came to consensus on the selected model because the approach aimed
to greatly expand the amount school time devoted to three vital activities: reading to
students, reading with students, and permitting students to read independently. The
model treats reading as a social skill in which shared experiences along with extensive
modeling and one-on-one coaching techniques play a vital part. These models also
enable teachers to devote more time to giving students individual attention, and manage
the time of educators, students, and parents more effectively. The methods of the model
are used effectively with students of every age and ability level— pre-K to twelve.
The main elements of the model are designed to empower the classroom teacher
to motivate and mange extensive amounts of in-class reading practice time, to monitor
student performance, and to intervene with individualized strategies to help every student
become a successful reader. Accelerated Reader is the backbone of this multi-faceted
school reform program. AR is a computerized learning information system that manages
literature-based reading practice. As the system collects student data on a daily basis, AR
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measures reading comprehension, tracks performance, and provides reports for teachers
and students. STAR Reading, a computer adaptive reading test and database, is used to
assess each student’s reading level. Students work through a short test on the computer,
taking about ten minutes. Teachers can then instantly access accurate reading scores,
based on a normed sample ofmore than 40,000 U.S. students.
The Comprehensive Reform Model training maximized the effectiveness of
Accelerated Reader and STAR Reading. Schools using this model combine these
software programs with application strategies. The Model Classroom program is
designed to measure the progress of the initiative, an important component of the model,
it sets forth standards and guidelines and provides a means of communication between
the school staff and the base to which the school reports its data.
In addition, the district had adopted a technology-based monitoring system to
ensure that each student’s academic performance meets or exceeds state and national
achievement standards. Since reading improvement is the primary focus of the school
improvement plan, the use of technology in the Comprehensive ReformModel to monitor
and contribute to the student’s progress was another key component in its selection.
Participant Selection
The researcher used purposeful sampling as suggested by Merriam (1998). This
type of sampling is based on the assumption that the investigation wants to discover,
understand, and gain insight, and selects a sample from which the most could be learned.
The interviewing sample included seven teachers, the media specialist, site coordinator.
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and a central office administrator. Personal interviews were conducted with these 10
participants. According to Anderson et al. (1994), interviews are a good tool to use when
one wishes to know how a person feel about events that have happened or are happening.
They are also important in gaining a perspective on how others understand and interpret
their reality (p. 115). It was felt that this sample could provide important knowledge and
information could be learned since their special experience with the Comprehensive
School ReformModel and their competence could reflect a great deal about the issues of
central importance to the purpose of the research (Patton, 1990, p. 169). All of the
respondents had been trained in the Reading Renaissance Model including the central
office administrator. All teachers selected as well as the media specialist had attained
Model Classroom/Model Media Center certification, thus demonstrating they had
implemented the practices and principles successfully (Table 1). Creswell (2002) noted
that this type of homogeneous sampling is used when the researcher identifies the
characteristics and secures individuals that possess it (p. 196).
The researcher also did a document analysis of 16 Model Classroom Surveys,
which contained qualitative data provided by teachers. The teachers whose documents
and quotations and passages used are noted in Table 2.
The researcher obtained permission to conduct formal structured interviews from
the superintendent of the Dickens County school system (Appendix A). Included in the










Gender; Male 1 0
Female 1 8




Over 60 0 0
Years teaching: 1-10 years 0 4
11-20 years 2 1
21-30 years 0 3
Educational attainment; Bachelor 0 6
Masters 0 1
Specialist 2 1























Years teaching: 1-10 years 11
11-20 years 3
21-30 years 2
Educational attainment: Bachelor 13
Masters 2
Specialist 1








Working With Human Subjects
Because sensitivity was a basic requirement for interpreting and understanding the
underlying meaning of data gathered in the field, certain safeguards were necessary to
maintain a high level ofmoral and ethical standard (Johnson & Christensen, 2000).
Confidentiality and anonymity of the respondents, the school, and the community were
maintained. The participants of the study were protected in all areas and permission fi'om
the participants was ascertained. All persons being interviewed and engaged in dialogue
were made aware that could discontinue at any point of the interview or engagement. The
participants of the study were allowed to review the results of the study before outsiders
reviewed them. Each participant signed the appropriate informed consent form and was
informed that they could withdraw from this study at any time without penalty (Appendix
D). As a result of these measures, all participants were fully aware of the purpose of this
study, the responsibilities of the researcher, their rights as participants, and they were
ensured complete anonymity. Furthermore, they were given the opportunity to review the
interpretations of the data checks through peer corroboration.
Data Collection
This study utilized a methodological design which employed the qualitative
traditions of interviews; detailed descriptions ofpeople’s activities, behaviors, actions,
recorded in observations; and “excerpts, quotations, or entire passages” extracted from
various types of documents (Merriam, 1998, p. 69). This researcher used interviewing as
the primary data-collecting source. The data gathered from the interviews detailed
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participants’ views. Rubin and Rubin (1995) described qualitative interviewing as the art
ofhearing data and providing a better understanding of other peoples’ lives and
experiences (answering unanswered questions). Qualitative interviewing is an approach,
a mode to learn by (Rubin & Rubin, 1995). The researcher also used documentation
analysis, which involved the review of teacher documents maintained to certify that
program principles were being implemented and formative evaluation data provided the
school during the implementation of the Comprehensive School Reform Model.
Many of the necessary ingredients that Merriam (1998) outlines to enhance an
investigator’s internal validity were in place; Triangulation in the form ofmultiple
investigators, multiple sources of data, and multiple methods to confirm the emerging
findings. Peer examination was ongoing when data was taken back to the faculty
meetings and the Renaissance committee meetings. Participants that were interviewed
were also able to check the findings. The external investigators completed long-term
observation at the research site and repeated observations and these were on going
through out the course of the implementation process. These were well documented and
assisted with the increased validity of the findings. Peer examination occurred, as the
RESA consultants were able to provide the researcher feedback as to the clarification of
the voices and themes that were found to be emerging. Merriam (1998) supports this
notion by expressing that a researcher wishes outsiders to concur that given the data
collected, the results are consistent and dependable (p. 206). This researcher wanted to
ensure that the results were consistent with the data collected. Throughout this study, the
researcher has described the school, the participants and the social context. Their voices
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have been clear and their experiences shared. It is the hope that a vicarious experience
can be obtained upon reading this research journey.
Berg (2001) reports that the case study method involves systematically gathering
enough information about a particular person, social setting, event, or group to permit the
researcher to effectively understand how it operates or functions. The historical data
found in the formative evaluation process summaries were analyzed so that general
themes could be identified. The interviews were structured, standardized, and formal.
This systematic approach provided a controlled atmosphere. In addition to tape
recordings, notes were taken and became a part of the research data. After the completion
of each interview or focus group session, the recording was scripted, and reviewed for
thematic significance. The information was analyzed and sorted to identify any patterns,
themes, or commonalties. The data were translated from within the general themes that
were identified. The RESA consultants acted as debreifers and were incorporated to read
and clarify any patterns overlooked, as well as give advice on content. Emerging themes
were classified and studied to determine similarities and differences in content. Informal
observations and documents were used as additional data and reported in this study. Any
actions, interventions, or interpretations were included in the data analysis. The
accumulation of these data sources was used to corroborate the findings, and became the
central body ofChapter V.
After all data gathering techniques were completed, the researcher begun the task
of analyzing the personal interviews and the Model Classroom Surveys. The researcher
read over the interview transcripts three times before attempting to glean categories.
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concepts, and themes. Bogdan and Biklen (1998) suggested that the researcher read over
the data at least twice during long undisturbed periods. The researcher followed the open
coding process described by Strauss and Corbin (1998) to closely examine the data and
discover concepts and relations. While reviewing the transcripts these categories were
further analyzed and classified into more refined elements. From this coding process 12
categories emerged, motivation, meeting student needs, goal setting and attaining, student
achievement, collaboration, data driven assessment, high expectations, modeling,
immediate feedback, resources, competition, and school image. From these categories
the researcher created a color-coding system so that the emerging patterns could be rank
ordered according to the number of times they recurred. The conceptualizing technique
offered by Strauss and Corbin produced seven major patterns. These resulting patterns
were motivation, meeting academic needs, student achievement, modeling, high
expectations, setting and attaining goals, collaboration, and data driven assessment. The
seven patterns rendered five emerging themes: Motivation, Meeting Academic Needs,
Student Achievement, Instructional Design, and Culture ofContinuous Improvement and
Learning. This same process was conducted with the qualitative portion of the Model
Classroom Survey.
Data Tmstworthiness/Credibility
The data collected in the study followed those strategies outlined by Merriam
(1998) and included triangulation, member checks, long-term observation, and peer
examination. Although a plethora of data was collected for this study the qualitative data
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was reported and corroborated. The formal structured interview guides were designed
and conducted by the researcher. The RESA consultants who acted as outside
investigators conducted the leadership team and principal interviews. The use ofmultiple
investigators, multiple sources of data, and multiple methods constituted triangulation.
According to Stake (1995), triangulation provides proofof authentication,
increases credibility and furnishes commonality to the case study research method. As a
result of these strategies and procedures, data was determined to be reliable and
trustworthy.
Internal and External Validity
Did the school improvement initiative make a difference? Were controls placed
on the design to show an increase in student achievement and indications of increased
instructional and organizational effectiveness? These questions may be answered in
chapter five as the perceptions ofvarious internal and external participants are
illuminated. This study is providing perceptions of the participants through the
implementation process not proofof any independent variable having an impact. The
research design controls or eliminates many of the variables that could lead to alternative
understandings. The study is limited to the three-year period in one school. All members
of the staffwere included, therefore subject grouping proved not to be a problem. The
validity was enhanced because more than one “instrument” was used to measure the same
improvement model. This descriptive, interpretive data by the participants gives meaning
to this qualitative study.
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External validity refers to the general aspects of the findings of the research
design. Even though the design only studies a single elementary school, the discoveries
can be helpful to other educational groups or schools. Inferences could be made from the
perceptions of these participants to other practitioners using reform models to guide
school improvement and increase student achievement at elementary schools with
students who have been deemed low performing. This small sample adds relevance to
the study because of its linkage to other theoretical networks concerned with student
achievement in reading and school improvement.
Reporting
The reporting of this qualitative inquiry is in narrative and descriptive form, using
the natural language of the participants. The accounts were drawn from the interviews
conducted and were transcribed using the natural language of the participants and
historical sources. Textual quotations were incorporated into the research effort so an
actual script could be documented for the reader.
Researcher Access
This case study can be described as practitioner research and/or action research.
“. . . Practitioner research is insider research done by practitioners using their own site as
the focus of the study” (Anderson, Herr, & Nihlen, 1994, p. 2).
At the time of this study, the researcher served as the grant writer that secured the
funding to implement the Comprehensive School Reform Model and served as the
Learning Resource Specialist, an administrative position, during the implementation of
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the Comprehensive School Reform Model. The final year of the study, the researcher
served as principal of the school. However, formal procedures ofprotocol to conduct this
study were followed.
The researcher was an observer, interviewer, and participant throughout the
implementation of the school improvement process. According to Anderson et al. (1994),
the challenge for researchers is to become just another participant rather than the ones “in
charge” of the change effort. The authors suggest that by assuming the role of a
participant empowers researchers to relinquish a sense of control of the project and
become committed to shared decision making, with “their voice being just one in the
chorus calling for change.” The concept ofpractitioner research is compelling because
only another practitioner can know how it feels to be in the situation-described (p. 103).
In a study conducted by Anderson and Herr (1993), they acted as researcher
practitioners and studied student voices in a high school to help inform the diversity
process. Herr noted that doing practitioner research at one’s work site, it presented
multiple roles in addition to the regular responsibilities as counselor, committee chair,
and faculty member. Being an outsider was easier than being a participant and member
(p. 99). As noted in Anderson et al. (1994), being a school employee and conducting
research in one’s site raised issues ofvulnerability (p. 100). It was suggested that this
vulnerability and conflict in roles can be overcome when research is done in tandem with
another colleague.
According to Rose (1989), one of the roles of the practitioner involves
empowering practice in the development of a dialogue with the participants in an effort to
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get them to express, elaborate, externalize, and critically reflect upon feelings and
understandings of their daily experiences (p.83).
Vartenisian (1999) conducted a study of an innovation ofan early reading
innovation. The researcher served as principal, participant, observer, and empowerer at
his work site. He noted that empowering a staff to accomplish a project is a major
undertaking and many teachers benefitted from the experience.
Summary
This chapter presented the qualitative traditions used in the case study design.
The methods of interviewing, data analysis, and observation were utilized by the
researcher. Triangulation in the form ofmultiple investigators, multiple data sources, and
multiple methods were employed for reliability and trustworthiness. The case study was
described as practitioner research since the researcher’s site was the focus of the study.
CHAPTER V
ANALYSIS OF THE DATA
“Because qualitative research requirespersonal rather than detached
engagement in context, it requires multiple, simultaneous
actions and reactionsfrom the human being
who is the research instrument. ”
(Meloy, 2002, p. 145)
Introduction
According to Merriam (1998), data collection in case study research usually
involves all three strategies of interviewing, observing, and analyzing documents. As
Patton (1990) points out multiple sources of information are sought and used because no
single source of information is can be trusted to provide a comprehensive perspective. By
using a combination of observations, interviewing, and document analysis, the fieldwork
is able to use different data sources to validate and cross check findings (p. 244).
This chapter presents an analysis of the data collected over this three-year period
and describe the findings that they produced. The purpose of this study was to examine
the influence that the Reading Renaissance program had on student achievement and




The time frame of this effort and subsequent implementation began during the
1998-1999 school year. The three-year endeavor led to the successful implementation of
the principles embedded in the program and the school received recognition for its
exemplary implementation. The program continues at present and this case study
provides the unique opportunity to research and analyze what factors and perceptions
influenced the implementation of this model and how it affected school improvement and
subsequent student achievement.
The observations and perceptions presented in this research effort give insight into
how the implementation of this Comprehensive School Reform Model provided the
framework for a systematic process to help the school improve. It also gives
administrators a research base to rely upon when implementing a change strategy and
implications for helping schools plan and implement strategies to improve the
achievement levels of all students.
Seven teachers, one media specialist, and two administrators were formally
interviewed for this study. These interviews were conducted during November 2002.
The principal and leadership team interviews were conducted inMay 1999-2002
respectively, by two outside investigators. The interviews were all conducted at Kinsby
Way Elementary in Dickens County, Georgia. These interviews were taped and
transcribed and each interview lasted for approximately 30 minutes (Appendix E).
The secondary documents that were analyzed consisted of the Model Classroom
Survey (Appendix F). These surveys had three open-ended questions in its format:
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(1) What is one thing you would tell another teacher about why he/she should consider
implementing RR? (2) What was the one aspect ofRR that turned your program or child
around? (3) Tell about your RR experience. After all data gathering techniques were
completed, the researcher read over the interview transcripts and qualitative survey data
recorded on the Model Classroom Surveys and followed the conceptualizing technique
offered by Strauss and Corbin (1998). The other historical data included newspaper
articles, school improvement plans and the qualitative documentation found in the
formative summary reports. This process produced five emerging themes.
Themes
Data in this study were collected through interviews, news clippings, formative
summaries, historical school documents and general observations. These collection
methods were used to answer the research questions in this study. The findings are
tendered through major themes that emerged from the analysis of data. Several themes
materialized as participants described their perceptions and reactions regarding the effects
of the program implementation process. These themes are related to the research
questions and are displayed in Tables 3 and 4. The themes were:
1. Motivation: the forces acting on and coming from within a person that
accounts, in part, for the willful direction of one’s efforts toward the achievement of
specific goals (Middlemist & Hitt, 1988, p. 144).
2. Academic/Achievement Improvement: refers to curriculum alignment and
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Relations ofEmerged Themes andResearch Questions
Research Questions Themes1.How does the Comprehensive School
ReformModel influence school
leadership?
2. How does the Comprehensive School
Reform Model influence student
achievement?
3. How does the Comprehensive School
Reform Model influence school
improvement?




• Models High Expectations
• Promotes Academic Climate
• Promotes/Monitors Student
Achievement




• Focusing on Student Needs
• Continuous Improvement and Learning
• Motivation
• Academic Improvement
• Continuous Improvement and Learning
• Instructional Design
• Focusing on Student Achievement
• Motivation
• Instructional Design
• Focusing on Student Needs
• Academic Improvement




5. How does the Comprehensive School • Motivation
Improvement Model influence • Instructional Design
organizational effectiveness? • Academic Improvement
• Continuous improvement and learning
3. Focusing on Student Needs: focusing on student needs refers to providing
students with instructional support that is learner- focused and individualized to meet the
learning needs of the student.
4. InstructionalDesign: actively engages students in their learning and meeting
their instructional needs by aligning instruction with the goals and expectations of
students and expanding instructional support through data-driven decision making.
5. Culture ofContinuous Improvement andLearning: refers to building skills
and capacity through professional development and creating conditions that support
productive change by modeling high expectations in a goal setting context.
Motivation
Motivation refers to the forces acting on and coming from within a person that
accounts, in part, for the willful direction of one’s efforts toward the achievement of
specific goals. The number one goal was to focus on reading. This theme was the one
respondents noted most frequently during interviews and on the open-ended survey
questions. The principal during her interview expressed that “The students are motivated
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to read. The CSRM has motivated relationships between teachers—morale is high.”
These same sentiments were exchanged in the leadership team interview:
• Students went from not wanting to read to reading all the time.
• The CSRM has improved motivation—students enjoy the celebrations.
• The CSRM has improved motivation for the students at KinsbyWay.
The survey questions revealed the same data. Teachers noted the enthusiasm and passion
for reading that was a resulting factor of the reform. The following was noted by
teachers:
My students are eager to earn more points, and to have our class become a
Model classroom. They want to do AR and that motivates me to be
consistent with the program. Success motivates them as well. When they
take a test and pass, it motivates them to take another test. (Second Grade
Teacher Written Communication)
The students became motivated and began to read more. The students
became a team and would read to and with each other in order to pull their
scores up. I have seen a dramatic change in students’ love for reading.
Some have gone from not wanting to read to actually reading books during
lunch. (Fourth Grade Teacher Written Communication)
The program encouraged my students to read, read, read. My students
were so excited about reading that they would take their AR books to
lunch, and on the playground. After their regular class work was
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completed they would be racing to the computer to take an AR test. (Third
Grade Teacher Written Communication)
At first students are reading to get points but in the long run, students are
reading because they enjoy it. This program has affected my teaching a
great deal by just getting students to buy into it. (Fifth Grade Teacher
Written Communication)
I was not sure that my kindergarten students were going to be able to
participate in the program but when I modeled how to take a test and with
the help ofmy paraprofessional, it works like a charm. (Kindergarten
TeacherWritten Communication)
There was also an element of excitement and enthusiasm that was an under tone
of the motivation theme:
The CSRM is an excellent way to get children excited about reading.
Whether you read to them or if they read independently, they are all
excited about making a perfect score. Reading is not so boring for them
anymore. (Fourth Grade TeacherWritten Communication)
Most importantly, students enjoy going to the Media Center reading,
testing, getting points, and celebrating. (Third Grade Teacher Written
Communication)
The motivation dimension was inherent in the program. Developing students to
become lifelong lovers of literacy seemed to be a factor that was a result of the embedded
motivation. A passion for reading could be perceived when one entered the building
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during the Drop Everything And Read (DEAR) segment of the school day. The school
was silent with all persons in the school reading some type ofwritten work. This
included the clerical and custodial staff as well. The reading climate was also sensed as
one traveled the halls laden with faculty, staff, and visitor digital camera posters. These
posters contained a reading comment selected by the subjects expressing their own
individual passion. These became the halls of fame and were known as “KinsbyWay
Reads.” They also became a signature of the school culture and were a result of the
motivation that the model created.
Academic/Achievement Improvement
Academic/Achievement Improvement refers to curriculum alignment and
structure, and improvement of academic standards. These academic standards throughout
the implementation period reflected scores on normed and criterion-referenced tests.
Initially at the onset of the CSRM the school had been labeled low-performing due to its
test scores which did not meet Title I standard guidelines for Adequate Yearly Progress.
Schools had to drop 5% each year in both reading and math to meet this standard. The
school had met the requirement in math, yet had not in reading. This inability to meet
these standards had placed the school on the “Needs Improvement” List and this had
affected morale and the school’s image in the community. This element was noted
through out the course of interviewing and became a central theme.
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The external administrator noted:
When you look at any reform model you look at putting strategies in place
to try to focus on improving student achievement. The first thing you do is
you look at how are the students currently performing. And I think you
look at the status of the school prior to the implementation of the CSRM,
and you would be able to clearly identify that there were some needs that
could be met if time was taken to look at what are the weaknesses of the
school? What are we doing right now that’s not working well? And then
planning for the future, the strategies and action steps that they would take
as part of the reform.
The benchmarks that the school set reflected the external administrator’s
response.
The goals were clear and resulted fi-om planning and working with a
steering team. The student achievement benchmark retrieved from the
archival documents stated that in a fully implemented Reading
Renaissance School, Kinsby Way Elementary, teachers will use
standardized, criterion-referenced, and computer generated tests to reflect
student achievement. The test which initially placed the school on the
“Needs Improvement” List was the Iowa Tests ofBasic Skills (ITBS).
Throughout the interviews teachers remarked that the ITBS scores fi'om
the previous years were low and it was mandated that we should get a
88
reform model to help boost the test scores of the third graders so that they
would not be the lowest in the state. (R3)
I think it was based on the fact that the reading scores were so low, when
we were asked to vote on which reform model we wanted. We chose the
reading one, just because it would pinpoint the problem areas that they
were having on the test. (R4)
Well in the state rankings we were the third worst school in the state and
beside the fact from the scores, we needed to improve the scores without
so much changing everything that took place. (Rl)
The principal noted that:
We no longer use the ITBS. The state changed the accountability
standards to the Criterion Referenced Competency Tests (CRCT) that the
state developed. We didn’t know how this would affect the reporting and
it coincided with the grant years exactly. In 1999-2000, the fourth grade
CRCT Level 1 reflected 64% of our students not meeting standards in
reading. This was very distressing and we were placed on the newly
created “Governor’s Watch List.” The next year (2000-2001) we saw
improvement, which indicated that 43% of our students were not meeting
standards (in reading) and only 16%, did not meet them in Language Arts.
This year only 38% of our fourth grade students are not meeting standards
in reading. Because of this drop we met the Adequate Yearly Progress
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(AYP) standard designed by the Federal Government and we celebrated
our fourth grade teachers’ success during pre-planning.
When the leadership team responded the academic achievement theme was again
expressed:
• Students use books to foster relationships by sharing them and reading them to
peers.
• The Basic Literacy Test (BLT) scores are higher and sight word recognition has
improved.
• Special needs children are being read to and assisted at the computer during
testing time.
The image of the school seemed to be equated with the low-performance of the
students and this seemed to be exalted since the test scores were on the rise. All faculty
and staff seem energized and encouraged by the general positive student response and
their increased academic achievement. The fact that kindergarten children were also
reading was attributed to the Comprehensive School Reform Model.
The theme of student achievement recurred due to its integral part in the reform
process. Student achievement was instrumental in the development ofbenchmarks for
the three-year period and the target ofgoals that the school set. School-based standards
by the state were being developed at the onset of the reform implementation. This was
foremost in the back of the educators’ minds at Kinsby Way. The Office ofEducational
Accountability (OEA) had informed the school of the mandatory need for support. The
principal was able to get permission to stay with the model for the life of the grant rather
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than change to another model since it was determined the school needed critical care. It
was quite apparent that the school knew that accountability was here to stay. The future
looks to grades being assigned by the OEA to all schools in the state. The reform model
that KinsbyWay adopted was intended to enable the school to improve before this
accountability system was fully in place.
Focusing on Student Needs
Focusing on student needs refers to providing students with instructional support
that is learner- focused and individualized to meet the learning needs of the student. The
Comprehensive School Reform Model that KinsbyWay adopted emphasized meeting
needs through goals, immediate assessment feedback, and focusing on a students Zone of
Proximal Development (ZPD). The teachers were able to meet this need through the
diagnostic assessments which assisted students in reaching their individual reading goals
and then helped them reach classroom goals. The site coordinator indicated in her
interview:
When teachers use the assessment reports, whether they are the diagnostic
report or the growth reports (STAR), they have a clear picture ofwhere
each child is. I use these reports to make a goal calendar for the teachers.
Each teacher knows how to help each student in the class.
Teachers also indicated meeting student needs was important and expressed how
the program assisted with this.
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It allows us to give students more time to read. And it places importance
on reading to, reading with, and having our students reading
independently. It works for all learners at all levels. (R3)
It meets my students needs because there is a benefit for being able to see
an instant result from their reading. (R2)
You know once they are able to take a test, they see immediate results
from their reading. (R5)
They are actually paying attention to what they are reading because they
know that understanding the meaning of the story is important. (R6)
The technology piece was also mentioned in meeting student needs. Students
were more inclined to use the computer to obtain access to the computer-generated tests.
This was reflected when teachers noted:
Students try harder when using reading strategies. (R2)
Students are getting more excited about reading and are more concerned with
their reading levels. (R4)
The program tapped into self-esteem and they feel better about their
performance because they see they have done well instantly and they don’t
have to wait. (R7)
The students’ ZPD is like their reading fingerprint. They like that we put
it on the back of their library cards. (Rl)
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Instructional Design
Instructional design refers to teachers actively engaging students in their learning
and meeting their instructional needs by aligning instruction with goals and expectations
of students and expanding instructional support through data-driven decision making.
The teachers noted that administration assisted them and supported them with their
instructional design. The principal indicated this when she stated:
I really got involved in the professional development. I believe that’s the
way to classroom change. I felt ifl participated with the teachers, my
modeling would give them that needed push and that extra incentive to try
harder.
The principal also expressed that in her observations she noted teachers collaborating and
working together to make sure their classroom strategies were working. This was
expressed when the principal noted:
I believe I saw a major turn around when we actually had consultants come
in and work with the teachers to help them evaluate their classroom
practices. They would work with the teachers one-on-one, during grade
level planning, and in the teachers’ classrooms. They (the consultants)
would ask us our needs and they would provide us with assistance. They
would model lessons, help with goal setting, and work with students. You
really need that type of technical assistance and coaching during the school
day, on site and not after hours.
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The principal also indicated that the data collected help guide the instructional design
because it helped make the reading data-driven;
I would collect the diagnostic reports every other week and review the
growth reports when they were completed. I would write little comments
on them and questions ifneeded. I really had a handle on how all our
students were reading. I was not pleased our school-wide reading level, I
felt it should have been higher. I would challenge teachers to raise the
bar—^raise expectations. It was a wonderful way to get a snapshot of how
the entire school was reading and what teachers needed to do with their
instruction to make it better.
The principal also noted that she saw a change in the type of reading that was taking place
in the classrooms over the three-year period;
I observed that our library circulation was sky-rocketing, yet our reading
level wasn’t. I did some research and realized our expository collection
was limited and this is far more difficult reading than the narrative type.
We started purchasing more content area books. I believe this will really
meet our students’ needs as well help teachers with their classroom
instruction.
Culture ofContinuous Improvement andLearning
Culture ofContinuous Improvement and Learning refers to building skills and
capacity through professional development and creating conditions that support
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productive change by modeling high expectations in a goal setting context. The patterns
ofhigh expectations and goal setting and attaining were often noted during interviews
because they seemed to be inherent in the configuration of the model. The teachers
reflected how the professional development, goal setting and attaining and high
expectations set the tone for continuous improvement in learning. Teachers expressed
how professional development had impacted them when they attended a national
conference for teachers using the model,
We were at a level with a lot of schools actually we were like one of those
schools that could teach the other school how to get started. (R2)
The workshops helped us be able to help our kids set goals. (R4)
Our administration helped us because they participated in the workshops
as well and knew what to do ifwe needed help. (R3)
The teachers noted that the professional development they received made them
feel fully equipped and well prepared;
I think we’re beginning to see more and more ah, reading technique-type
workshops. (R2)
I think more teachers are interested in going to those workshops now
because we know how important reading is, and how much we need to
focus on reading. (R3)
I feel like we were very well prepared. Every workshop we went to,
because it was a two-day thing was focusing on some of the different
dimensions of the Reading Renaissance program. Even though we learned
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a lot, a lot of it was review and we were actually able to teach and give
advice to the teachers that were there, because of the fact that we had been
to so many staff development opportunities. (Rl)
The administration set it up and made sure we had the best professional
development. It liked it because it wasn’t after school. It was during the
day and the trainers would really meet with us during planning time and
come into our classroom. (R2)
I know last year, the consultant actually came from the Institute. They
were able to help us to see the goals that we needed to reach and, and get
our students to set goals as well. So that was helpful and it was something
that we could implement immediately in the class. (R4)
The ability for the school leadership to model practices, set high expectations as
well as focus on achievement goals was noted when the media specialist expressed:
The principal spoke at meetings. The Reading Renaissance meetings were
like executive meetings. It was like an executive committee. There were
representatives from the grade levels and the principal articulated to us
that. Okay we want to be a Model School, we want to be a Master School
and this is what we have to do. And then in a faculty meeting, the
principal would do exactly the same thing, “We need to do this, this is a
motivational speech that you can use to help boost your students’
performance.” So the expectations were there that we can do it, it’s going
to take work, but we can do it and it’s going to be fun.
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The same perception was echoed when another teacher noted:
The important thing was that the administration went to all the classes,
learned all the techniques, and because they knew what they were doing,
they could better help us with what we were doing in the classroom. (R6)
The Model School goal seemed to be the catalyst that catapulted the school and
transformed its image. The principal articulated this vision and the teachers spoke of this
throughout.
The principal would tell how other schools had made Model School and
this made us want to do this. (R3)
The principal always had high expectations because we all wanted to
achieve a goal. (Rl)
The principal assessed her role in this manner:
I worked closely with the Site Coordinator. We both had our roles clearly
defined. I pretty much inspired the teachers to implement the program and
felt it was my ultimate responsibility that the program be successful. The
site Coordinator helped me and was responsible for working with the
teachers to see that the program was implemented on a day-to-day basis. I
believed I saw the program changing the culture of the school by
energizing the teachers and the teachers energized the students to strive for
success.
The five themes had elements of instructional and organizational effectiveness.
The key elements, which were embedded in the themes, linked literacy learning with
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inciting and impelling the student body to read. The success of the program was able to
change the atmosphere of the school and the achievement level of the school. The themes
clearly defined the key players as being the classroom teachers, the principal, and the site
coordinator.
Research Question 1
How does the Comprehensive School Reform Model influence leadership?
Interview transcripts disclosed that participants, whether internal or external, agreed that
the school leadership was a positive element of the process. The recurring theme of
motivation was clear in their voices as well as their constant mention of how high
expectations were communicated, modeled and expected. The interview data maintained
that the principal and site coordinator provided useful feedback on staff performance and
the principal was highly visible throughout the school. The participants indicated that
low achieving students were given the opportunity for success in this school and the
administration model high expectations, which were clearly defined, stated, and
communicated. An external administrator commented appropriately when he said:
We all know that in the classroom where the teacher is interacting with the
child, that’s where we are going to have the greatest effect on improving
student achievement. From there, the next level, the next level, of course,
is the school building administration, and the administration of the school
was very supportive of the teachers in terms ofmaking sure that they had
the materials, making sure that school-wide activities were planned, to
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celebrate accomplishments, and making sure that teachers knew exactly
what they were supposed to be doing and had the resources to do those
things. From there,... the central standpoint, as a central office
administrator, it’s for us, the important thing is to provide support to the
school-level administrators and to the teachers to implement the program
and that can be in the form ofmeeting with grade levels, in the form of
meeting with the administrator to look at plans, or looking up the research
that will help us to identify strategies that would work best for the
students. I think the role of the principal and the site coordinator, to some
extent, was key to the success of the program. Number one, the principal
is very visible in the school, walking up and down the halls, walking in
and out of classrooms and monitoring what’s going on in the building.
Two, I think the administration has done a good job ofmodeling for the
teachers what’s expected, whether that means just talking about it in a
faculty meeting, or going into a classroom and working hands-on with the
teacher in there and with those children to implement the strategies. The
third thing is in motivating and providing support. You can’t say enough
about how important it is to provide the support to our teachers and I think
that has been a key reason that the CSRM has been successful at this
school. Because the support has been in place, motivation for the students
with the daily news cast, through providing goal celebrations, extrinsic-
type incentives for the students to read and meet goals.
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The site coordinator was in concert with the central office administrator when she said:
The principal could see that the teachers needed a comprehensive
approach that provided cohesiveness in their approach reading. The
program involved the whole school and everyone focused on reading and
the extended practice time was embedded in the day. The principal felt
this program could be one that would excite teachers, and that an emphasis
on reading was very necessary. The principal describes her role in the
program implementation as being the head cheerleader. She serves on the
committee, collects reports, and writes comments.
The media specialist mentioned that the principal was the “mainstay,” the person that got
the whole thing started. She also stated:
So I saw the principal as spearheading the whole thing and also
instrumental in planning the ‘read-ins’ and emceeing the ‘read-ins,’ and a
morale booster for the ‘read-ins’ and also the principal participated in the
challenges. And had the children read her out of the doghouse, off the
roof, and watch her dance the day away. The principal was in, it couldn’t
have been done without the principal.
The teachers also stated how the administration’s leadership modeled high expectations
and they were motivational.
They assisted with the programs, and, kind ofmotivated the teachers to
motivate the students. (R4)
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Just the trickling down type thing that administration serves as the top
motivator so that the teachers can get excited about the program. (Rl)
And I think we were excited because they participated. (R3)
They went to the classes, they learned techniques and, it just passed down.
And because they knew what they were doing, they could better help us
with what we were doing in the classroom. (R2)
It was the whole staff, yet it was the eye of the administration, and
everybody was real enthusiastic about it. (Rl)
Just listening to the principal talk about how other schools had become
Model School, I think it really motivated the teachers. (R4)
Administration played a great role because, they were motivated and they
motivated us. They encouraged us to set goals and to meet the goals, and it
was like when we met the goals not only were the kids pleased, but we
(the teachers) were just ecstatic because the goals had been met along with
the celebration that we do. (R7)
I think too that when the students see that not only are they reading but
their teachers are reading, and when they see the principal’s reading, the
counselor’s reading, that motivates them as for as administrators go that’s
all the way to the top in the school. So, when the children see that the
administrators are doing everything they can do to make this program
exciting, that keeps them motivated and there’s always something
different, that they are working towards. (R6)
101
Well, we were told what had to been done and what was expected? And
we were encouraged to do it. It was not like they were standing over us
with a whip, but it was done in such a way that we were encouraged to do
it and we wanted to do it because we were all excited about the
improvement of the school. And the principal was excited because she
would do things and challenges that would just make the children read just
like there was no tomorrow coming. (R7)
She was also willing to help. Anything we needed help on, I mean, she
went to the limit to get us where we needed (to be). She would even come
into the classroom and share with us. (R5)
Last year, the principal challenged the school to become a Model School
and wore the same outfit for a week. Then she challenged us to become a
Master School, and we did and was going to dance on the roof but the
county wouldn’t let her. But that didn’t stop her, she got the local fire
department to raise her in their ‘Cherry Picker.’ (Rl)
The site coordinator made mention of how she and the principal set goals and
collaborated:
Well, monthly we met to see, again, to look at those benchmarks to see
where we were, and we met during Leadership meetings and at faculty
meetings and just let our goals be known as the coordinator and as the
principal did, pretty much the teachers were on-board at that point.
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The central office administrator reflected his own perspective when he commented:
I think high expectations were modeled by the administrators and site
coordinator because these people were visible in the building, they were in
those classrooms, they were willing to model how to do things, they were
willing to put themselves on the line in terms ofproviding something for
extrinsic motivation for the students. But whatever it took to make the
programs successful, the administration was willing to do it.
Research Question 2
How does the Comprehensive School Reform Model influence student
achievement! Prior to the initiation of this reform model the abysmally low test scores
marred the image of the school. The staffwas discontented and discouraged because
many of the children were not reading on grade level. “Our children were not achieving,
they were not doing well, and basically they did not have enough books in the library.
We had finistrated children and we had fimstrated teachers,” one third grade teacher
commented. The site coordinator also echoed this sentiment when she remarked:
Just looking at the performance of the students, they needed something to
really inspire them. The implementation of the Comprehensive Reform
Model gave them a jump start. RR allows the students to experience
success almost immediately. It allows students to select books on their
grade level and it gets them involved in daily reading. It’s an exciting
program that motivates students to read. At the beginning of the year I
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challenged my students to get 80% correct and they didn’t make it. Then
we set goals and they experienced achievement that went with obtaining a
goal. (Second Grade TeacherWritten Communication)
The student achievement aspect was a recurring theme because of the immediate
feedback resulting from the computerized data management system.
The students have a great time reading to each other and reading to other
classes. The tests help them improve test-taking skills and give them the
confidence they need on standardized tests. My reading comprehension
scores went up from 34% in 1999 to 53% in 2000. I know that the R.R.
was a great influence on improving the test scores. (First Grade Written
Communication).
A fourth grade teacher was in concert when she noted:
RR allows students to improve their reading skills by allowing them to
read books on their level and test for comprehension. Students receive
immediate feedback, which leads to instant success. It also is an excellent
way of incorporating technology into the classroom. (Fourth Grade
Written Communication).
The increased achievement of student was expressed by this second grade teacher when
she noted:
R.R. should be implemented because it not only helps improve students’
reading levels and abilities, but it also encourages them to read so that they
can achieve goals that have been set specifically for them. Simultaneously,
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it increases their vocabulary and comprehension skills. (Second Grade
Teacher Written Communication)
The teachers mentioned how the motivation seemed to boost student achievement:
They are more motivated to read and they challenge themselves more to
read on a higher level. (R2)
They push themselves in the fourth grade, to read that fifth grade book,
because they know they will be rewarded in some sense. But I think that
the students are challenging themselves more because they are more
motivated. (Rl)
Also, a benefit comes from being able to see an instant result after reading
a book. (R3)
You know, once they are able to take a test, they see immediate results
from their reading. That immediate feedback. (Rl)
The students are also competitive, so when they see another student doing
well, then they are trying that much harder to get above them. (R2)
They were comprehending what they were reading. They are learning a lot
ofdifferent strategies and techniques to help them. They understand what
they read and its causing test scores to increase. (R3)
The student achievement perception was noted when the central office administrated
noted:
First thing, I think that we learned a lot about the students we serve.
Because a lot of times when you just teach to the masses, you don’t realize
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what individual kids need, and I think this has forced us to realize where,
what level is each child is reading on, instead ofjust saying, ‘Okay, I’m
teaching a third grade class, they should be reading on a third grade level.’
I think this has been the greatest benefit for both our teachers and students.
For our students, because now our students are getting more ofwhat they
need; that instruction that’s tailored to them and to their needs, and for our
teachers, because our teachers feel more successful because they’re
working with the students on the level where the student is functioning.
There’s been improvement in student achievement, we are building
capacity in our students.
The Media Specialist during her personal interview stated;
Student test scores improved last year, and we do attribute it, in part, to
R.R. Because ofR.R. students are motivated to read. They have focused
on improving their own reading skills. Teachers monitor student progress,
and confer with the students regularly and frequently. Diagnostic reports
are turned into the principal and Learning Resource Specialist bimonthly
or more frequently when needed. Yes, there’s higher student achievement.
Getting them motivated, which is exactly what this program was designed
to do. I’ve seen students helping students. I’ve seen students being
actually interested selecting their own books and looking at book levels
and selecting books that they can read independently. I’ve seen children
want to read independently, rather than ‘read-to-me’ all the time. And
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they definitely are motivated to take those tests. They love it, I think it
even helps the children as far as getting them computer literate.
It was also noted that student achievement begets student achievement when a
first grade teacher stated:
The student achievement in other classrooms motivated me and my
students to work extremely hard with the program, when we started the
program we were just ‘going through the motions,’ but when others were
achieving that turned me and my students around and made us decide to
work harder. (R4)
The student achievement theme was expressed in so many ways;
As far as test scores go, we’ve improved. We’ve gotten off of the major,
major list in the state that says ifyou are not past this level on the state
report card, that you’re an ‘at-risk’ school, and we’re at this point that
we’re off that list due to the fact that in the past three years, we
implemented the CSRM grant. (R3)
Our test scores are up. Our children have a better enjoyment of reading.
(R7)
It appeared that being on the state ‘Watch List’ as it is often referred to was not
such a good thing. This ‘in your face,’ ‘student achievement in the sunshine’ is a great
teacher esteem basher. It is apparent in the following perceptive expressions:
The students’ test scores definitely went up and we got off the ‘Watch
List.’ And I think when we got off the ‘Watch List,’ the teacher morale
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went up, I mean it was like a really big boost to everybody ‘cause we were
really down in the dumps, oh we got these test scores oh what can we do?
So it kinda really boosted the teacher morale as well as the students. (R5)
KinseyWay is no longer on the list of the Governor’s, what do you call
those schools? At-risk schools. KinseyWay is off the ‘watch list’ as of
this year because test scores have come up in reading as a direct result of
the implementation ofReading Renaissance. I mean that’s the way I see
it. That’s progress. I remember the newspaper article and posted it, and I
said, ‘Oh look at this. I was a part of that!’ (Media Specialist)
The central office administrator noted;
When you walk through the building and just do an observation in the
classrooms, it’s evident that the students are reading a whole lot more than
they’ve ever read before. They carry books to the cafeteria, and there’s
just a passion that is exhibited, throughout the school for reading. If
you’re in terms of test data, the school has seen improvement in student
test scores over the past three years, and I think that can be attributed to,
and I think the teachers, we all would attribute it to the CSRM.
Research Question 3
How does the Comprehensive SchoolReformModel influence instructional
effectiveness According to a third grade teacher:
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RR has been a rewarding experience. I began reading at the age of four.
Reading is my hobby. Teaching reading is what I enjoy the most.
Unfortunately in my 25 years of teaching, I’ve come across so many
children who struggled with written words. Fortunately, using AR, I’ve
seen so many students become better readers. The program is teacher-
friendly. The computer reports are instant and filled with useful
information. That saves time and energy to use planning activities for my
class. Most importantly, students enjoy going to the Media Center,
reading, testing, getting points, and celebrating. (R6)
Teachers at different grade levels voiced the ease for teachers to receive immediate
assessment feedback.
The R.R. program is an easy way, as well as fast for teachers to assess how
well their students comprehend what they read. I absolutely love the
program. The children are just now beginning to learn to read and I see
students who want to read. The program helps me with my students to
find the appropriate books for them to read. (R2)
A fourth grade teacher responded by saying:
Reading Renaissance allows teachers to assess students’ reading
comprehension abilities. It also helps the student in all subject areas. I
think the main thing is the reading comprehension part, because the kids
are so motivated to read and pass the AR test that helps in other subjects.
Not just reading, but science, social studies. So it just trickles down to
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each subject area. I think that is why we had such a big increase (in test
scores), not just in reading, but in math. And all the other subject areas.
(R3)
This same perception was expressed by other teachers when they remarked:
I think, from teaching fifth grade, that when they read better, they write
better. Because if they can say it, then they can write it. So I felt like that
it really increased the writing capabilities of our students. They learned
how to express themselves in different ways more than just writing the
typical way. They learned how to use expressions, use dialog. So I
believe the reading affected the writing part. There was also an increase in
vocabulary. That was very important. (R2)
We are using the interests of the students. We are using the things that
they like to read. And, implementing all that in our lesson plans. And that
also helped in getting the information that they needed so that they could
pass the tests. (R7)
We were more careful in our selection of the books that we check out for
the class. We kept in mind the students different levels of reading that
they needed , rather than just checking out books at random. (R6)
We were more in tune with getting books on the students’ levels.
Therefore, we had a variety of information that could be shared with the
whole class and we could meet the needs of all the students and we could
meet the needs of those kids who were not reading on a higher level. (R5)
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In the contents areas teachers tend to teach more content, but with the
Reading Renaissance model, we have opportunities to let students read
books related to the contents area. As well as it gives the teachers
opportunities to focus in on comprehension strategies, because when the
kids know that they will be tested on the book, they tend to focus more on
the content ofwhat they are reading. (R3)
I think one thing that I did differently, well I use a lot ofWord Webs. I
like them for comprehension strategies and vocabulary, because in
reading, there are lots of dimensions, six to be specific and when I read a
book to my students it seems to help with many of them . . . with
motivation being one of the key things (dimensions), the kids were more
motivated to read because with the Reading Renaissance Program, you
were not necessarily changing the teaching method, but really pushing
forth some of the ideas that had been set forth as far as reading and
comprehension goes. (Rl)
I think teachers have learned how to manage the time well in order to
provide our students those sixty minutes ofpractice time. How to show
those students how to find those extra minutes in the day to read those
books. (R5)
I learned early in life that reading only became better ifyou read on a
regular basis. And, since I’ve always loved reading. I’ve always. I’ve
always, read aloud to my classes for all these years. But the thing that
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changed after going through this training is, I learned not to just read a
book aloud to a class, but to ask questions to promote higher order
thinking skills. And, I also learned that I could let the literature that I read
to my class guide my written expression. So I teach writing and literature
connected. And this is the most important part ofmy day, the language
arts block. The school that I taught at the year before I came to Kinsby
Way, we took tests, but we did not set goals or have goals in mind. I had
the opportunity to receive the training and that’s where I learned that you
do have to set goals for them and I also learned that you can teach skill
lessons from any book that you read aloud to the class or any book they
choose. The training really helped me learn that you really have to set
goals and see how important it is to focus on goals and not just let it be
free style reading. (R6)
The focus on goal setting and attainment was a recurring pattern that became a part the
teachers’ instructional design.
So we had our work cut out for us. Even after we met a goal we still had a
higher goal. We were able to see the goals that we needed to reach and,
get our students there. So that was helpful and something that we could
implement immediately in the class. (R3)
Everyone knew the role that each class, that each person had to play in
order for the program to be successful. The principal also had high
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expectations, so that was good, because we all wanted to achieve a goal.
(Rl)
What made it easier was that the steps were laid out for us. We knew
exactly what we needed to do to get from point A to point B. (R2)
We didn’t have to guess and pull things in, we knew exactly; okay we
need to do this to get our percentage. We need do this to raise the points.
The steps were laid out that we had to follow, and we followed those
steps. We knew what we needed to do to reach a goal. (Rl)
The Media Specialist expressed a somewhat different spin on the instructional dimension
when she stated:
Reading Renaissance has increased circulation more than I would have
imagined. Students want all the books they check out to be Accelerated
Reader books. When teachers request Accelerated Reader books to
supplement their instruction, they request Accelerated Reader books if
available. Teachers monitor student progress and confer with the students
regularly and frequently. You have to motivate children to get the proper
motivation, and technology has helped with that proper motivation.
The central office administrator noted this perception in the area of instructional
effectiveness.
Teachers have really done a good job of first, integrating technology more.
You see through CSRM and the technology connection there has just been
a greater use of technology in the classroom. The most important change I
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have seen is that the teachers are using diagnostic assessments and they are
using on-going assessments in their classroom to identify what weaknesses
that our students have. Then plan instruction accordingly, whether it’s by
flexibly grouping students who have common weaknesses, or by working
one-on-one with a student, or by identifying weaknesses that can be
addressed by a tutor or by a buddy. However, it’s identifying those
weaknesses and individualizing instruction for the students.
A first grade teacher reported that “Once you have independent readers you can
train monitors and set-up buddy readers. This helps reduce off-task behavior” (First
Grade TeacherWritten Communication). According to a fifth grade teacher:
The R.R. program increases the practice time students need to become
better readers. It helps me individualize and work one-on-one with my
kids. I use the books to teach social studies and science. My students love
the cooperative groups and the buddy reading. (Fifth Teacher Written
Communication)
The success of the fourth grade students was evident by this response, “ I really
focused on using the information on the diagnostic reports and the STAR assessment. It
was very helpful and was one of the ways the CSRM influenced by instruction” (Fourth
Grade Written Communication). One of the first grade teacher noted, “ This has been a
wonderful experience. This was the first year that I have had students begging to take
tests and read by themselves. I have not used the library this much in the five years I have
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been at this school” (First Grade Written Communication). A second grade teacher
noted:
The program helps students to strive for the best. Some of them had low
self-esteem about not only reading but also themselves. After being
supported and praised for reaching their goals, they are now confident in
their reading ability and themselves. This program has not only improved
the students’ reading ability, but it has also improved their sense of self¬
esteem. (Second Grade Teacher Written Communication)
The central office administrator made a very astute observation when he noted:
I think, in the progress, there’s been improvement in student achievement,
and, we are building capacity in our students. I think more importantly,
the CSRM has provided the funds to provide staff development for our
teachers and we have been able to build capacity with our teachers, in
terms ofhow they instruct students. The different strategies they use for
different types of learners, and even out into the community to a great
degree, because you see more parents in the school, you see parents
reading with their children more often, so it has really affected the entire
student body and the school community.
Research Question 4
How does the Comprehensive School Reform Model influence organizational
effectiveness! Focusing on academic improvement was given frequently as how the
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school was influenced by the CSRM. The staff indicated that a need for improvement in
reading scores had surfaced and the new program contained elements designed for
success by students and an embedded motivation component. The staff felt that
collaboration and shared mission, beliefs, and goals created organizational effectiveness
and this in turn lead to the school becoming a Model and Master School.
I saw just lots of enthusiasm and as a new teacher, this is only my third
year, and I came I guess, the year after the CSRM was implemented, I was
highly impressed at the involvement of the entire school in the program. It
wasn’t just one or two teachers.. .it was the whole staff and I thought that
was kind of neat. (Rl)
Our students are reading more. We’ve become a Model and a Master
School. Not only are the students reading more, the adults are reading
more. From the principal to the custodians, to the cooks, like we said
everybody in the school is reading. And even when parents come in,
during reading time they are reading. They know if they come in during
our DEAR (Drop Everything And Read) time, that everybody has to be
reading. (R7)
Well, for one thing, I noticed that everybody, the atmosphere in the school
was just positive. Just looking around, everybody was friendly, and
everybody was willing to help everybody else. All I had to do was ask if I
needed anything. It was just a good positive atmosphere that’s the main
thing. (R6)
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One third grade teacher wrote;
Our school became model and master school. That showed everybody
in.. .that we were really good at what and we were focused on student
achievement. There had been only one other school in the district that had
become Master School. When we became Master School it was really
something. (Fourth Grade Written Communication)
Collaboration and community building was expressed by a fifth grade teacher
when she noted:
The AR celebrations bring everyone together. We have this once a month.
It gives us a time to celebrate our reading success and to hand-out trophies
and certificates to grade levels, students and even teachers. My class
helped write reading cheers. The cheers are great. (Fifth Grade Teacher
Written Communication)
The celebration is just fantastic! Because it’s school-wide! Even on the
grade levels, even with the competition. It’s not so much about getting the
points, but the meaning is reaching our goals and learning at the same
time. And the students are just so excited because everybody gets awards
when you reach a certain point. It’s not like the people who are all the way
at the top, but if you just become an Independent Reader, you get can get a
certificate just like somebody who is a Star Reader, so nobody is left out.
And the entertainment is just fantastic. It’s just like a Pep Rally for
reading. (R7)
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Continuous improvement and learning was expressed as a means of influencing
organizational effectiveness through the professional development that was afforded
teachers over the three year period. A third grade teacher expressed, “We had the initial
training that all schools must have for the first two years. But last year our professional
development moved to another level when the consultants from the institute came
monthly. This was some of the best training I’ve had” (Second Grade TeacherWritten
Communication). A fifth grade teacher expressed, “We received training every year.
Last year the consultants from the institute came a lot. They would meet with our grade
levels and come into my classroom and give me hands-on training. Working with my
students and doing model lessons was good for me” (Fifth Grade Teacher Written
Communication).
The Site Coordinator indicated, “I guess the CSRM moved us to where we are
now, a much improved school. We have focus and all teachers know that focus is on
student achievement and especially making sure we are improving test scores. Everyone
knows our test scores are up. The students, parents, community and the district are proud
ofour accomplishments. We even changed our slogan and mission statement to reflect
our focus.”
Participants felt that the CSRM had a strong influence on promoting an academic
learning climate and monitoring student achievement. Since the CSRM was embedded in
the schoolwide improvement plan it seems to have resulted in the sense of shared vision,
mission, and beliefs and through a collaborative process.
118
The participants also indicated that the CSRM created a culture of continuous
improvement and learning. This was supported by participants responding to the ongoing
professional development that was conducted over the three-year period and the
conditions that supported productive change. The media center seemed to one place that
took a transformation and enhanced the effective of the school organization, the media
specialist expressed:
I could not keep up with the books. And, I have seen younger children
coming into the Media Center and reading. The kindergarten students are
there and kindergarten students were not reading before. It’s definitely a
result ofReading Renaissance. But mainly, as far as I’m concerned,
would be the books. There were just so many more. I think the circulation
probably, I would say, probably quadrupled. And that’s right off the top of
my head. And of course, the technology had to increase. We had to add
more computers in the Media Center.
The central office administrator echoed similar observations when he noted;
The role of the Media Center in the school has changed drastically as a
result of the implementation of the CSRM model. The Media Center is
the hub of everything that goes on in the school. We have joked about the
door being a revolving door because there are children constantly going in
and out of the Media Center. Those children, they know exactly what they
are there for, exactly how to identify books that are appropriate for them.
and what to do with those books.
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The notion of total school collaboration was expressed and summed it up nicely;
It’s really good to have the whole school on the same page, working
towards one major goal. Working together. That builds unity within the
school. And when you have unity to improve that one aspect, just trying to
really focus on the reading scores, it’s amazing how that little piece can get
everybody working together. If there’s one goal you can set together and
work on it all together as a group, that it builds unity in a school and
everything else seems to kind of flow a little bit better. (Rl)
Research Question 5
How does the Comprehensive School Reform Model influence school
improvement! The Leadership Team and Principal Interviews are summarized as data
analyzed for a holistic view of school improvement. The leadership team responded and
the key impressions obtained from this teacher focus group are as follows:
General Information
• Implementation of the CSRM program went well. We made Model, Master
School.
• There were no books four years ago, and no exposure to media/technology.
• Last year was a learning process. We had to struggle to get a block of reading
time. It was easier this year than last year.
• Overall, teachers are excited. We understand more now.
• It was hard to give up time at first.
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• The process got easier each year. Once we got familiar with the program, we
liked it better.
InstructionalEffectiveness
• Reading books are evident in classrooms. Books are under the arms of
students in the classroom. Students are writing more now. None of this was
evident before the CSRM.
• Students are taking tests from books read. There are more word walls, more
books, and more computers. None of this was evident before the CSRM.
• Students went from not wanting to read to wanting to read ail the time. DEAR
(Drop Everything And Read) time was not done before the CSRM.
• CSRM has contributed to teaching standards in that we are using AR books to
teach units and researching with books in class.
• Teachers use the diagnostic reports to get information and to monitor student
achievement.
• Children take their AR tests unassisted now. We use graphic organizers and
rubrics.
• We use the “Buddy System” to assist students with special needs. All children
read on their own level.
• We evaluate student performance on a regular basis.
• Student performances are established and shared advanced with the students
and are consistently applied to what we are teaching.
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• Instructional time is provided to support independent reading and student
learning during DEAR (Drop Everything And Read).
• Reading strategies are modeled daily.
• Instructional planning reflects QCC standards and using data to advance
students is a priority.
• We are using research-based strategies and we focus on the 6 dimensions of
reading.
• CSRM has contributed to teaching standards in that we are planning together
and are using AR books to teach units and researching with books in class.
• Academic success is publicly celebrated at the reading celebrations.
Organizational Effectiveness
• We have two-day training with the design team and then a consultant comes
monthly.
• Teachers earning Model Classroom certification enter a drawing to go to the
National Conference. I was one that was selected and I learned so much in
those three days. I came back and was part of a teacher trainer team.
• You get one-on-one training from actual teachers. This really is helpful
because they know how it is in the classroom and what works.
• The school’s greatest success in the CSRM implementation has been the
unification of students and faculty and the achievement ofMaster School
status.
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• It is particularly challenging to become a Master School. Every classroom has
seen growth. This has been worth our time. We worked together to get this
level.
• We have no problems with discipline now.
• The CSRM has improved motivation. Students enjoy the celebrations. It has
improved morale—^teachers are excited, too.
Summary ofPrincipal Interview
The following bulleted statements are the key impressions obtained from the
principal interview.
General Information
• Because of our low performance, we were asked to look at models that we
might use. Different presenters came to our school and presented their
programs. The principal researched, and the leadership team met and looked at
the school’s needs. The staff voted 98% yes.
• The most effective elements of the program are: distant consultant-assessment
pieces with feedback, focus on practice time and skills, buddy reading and mini
lessons, more content area books read, and incentives, such as pictures of
adults (Wall of Fame) and reading trophies that classrooms receive.




• The principal describes her role in the program implementation as being the
head cheerleader. She serves on the committee, participates in professional
development, collects reports to monitor student achievement and writes
comments to give teachers feedback.
• The principal reviews instructional portfolios maintained by teachers.
Diagnostic reports are included. Rubrics are often used.
Instructional Effectiveness
• Students are motivated to read.
• Teachers are using the books to teach thematically.
• All classes have DEAR time daily.
• Every teacher without a classroom tutors one or more children from the At-
Risk list during DEAR Time.
• Teachers are using Literacy Skills tests in reading and Early Literacy to drive
instruction.
• The principal has seen more cooperative and team based approaches. Grade
levels work together through cross-grade level grouping; upper grade level
students are reading with lower grade level students.
• Authentic, alternative assessments are being used, i.e., teacher portfolios with
student work samples.
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• Students are motivated to read and teachers model reading daily. Children read
with one another in pairs and groups. They are on the floor, in the hallways
and in the cafeteria reading daily.
Student Achievement
• In 1999-2000, fourth grade CRCT Level I, 64% didn’t meet standards in
reading. In 2000-2001, 43% didn’t meet standards. Only 16% didn’t meet
standards in language arts. During 2001-2002 we dropped another 5% to 38%
not meeting standards in reading and earned Adequate Yearly Progress (AYP)
as a Title I school.
• We are seeing improvement in the whole school. The number ofbooks being
checked out is monumental.
• Students are developing a love for reading.
Organizational Development
• Consultants are coming from the institute to train teachers on a monthly basis.
We are getting hands-on training.
• The distant consultant piece is phenomenal. It gives you feedback on each
classroom with data that helps drive instruction.
• The principal has participated in training during all three years of the program.
She received initial training, and coordinator training at the institute.
• The design model team consultants built in all nine principles of school reform
into our training.
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• The principal has seen more cooperative and team-based approaches. Grade
levels are working together through cross grade-level grouping; upper grade
level students are reading with lower grade level students.
• The CSRM has motivated relationships between teachers. Morale is high.
• Teachers on grade levels are working together so they can become model grade
levels. We want to become a Model School again this year so that we can
become a Master School.
The data analysis revealed that the Comprehensive School Reform Model was a
focused school improvement initiative, which had the curriculum area of reading as its
framework. The school was able to focus on this goal through the modeling and
communication of clear and high expectations by the school administration. It appeared
to move the school where it wanted to be. The perceptions, insights and observations of
the participants revealed these findings.
Findings
The following findings were reflected in the themes.
• There was an element of excitement that was perceived as motivation that
embraced the faculty, staff and student body.
• School leadership worked with the teachers to achieve success.
• Consensus was gained from the staff so that there was buy-in and commitment
level which was constantly maintained.
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• The school leadership, which included the principal and the site coordinator
modeled monitoring progress so that this became easy for the teachers.
• The principal held high expectations, and this seemed to have a trickle-down
effect on the teachers.
• Setting, meeting and maintaining goals was a continuous element of the school
culture.
• The principal had a vision ofbecoming aModel School and this was reflected
in the manner that she protected and defended the program.
• The themes indicated a focus on student success, class success, and school
success.
Summary
This chapter describes the perceptions, experiences, and observations of the
participants ofKinsby Way as the implemented a Comprehensive School Reform Model.
This data analysis was coded using an open coding system and from it emerged 12
categories, 7 patterns, and 5 emerging themes. The themes were aligned with the
research questions to form the findings of the study.
CHAPTERVI
FINDINGS, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS
‘‘If the goal ofeducational research is to
produce knowledge about educationalpractice
that will bring bout improvements inpractice,
who knows educationalpractice better than
those who act daily in school settings?"
(Anderson, Herr, & Nihlen, 1994, p. 178)
This chapter discusses the findings, conclusions, implications, and
recommendations that this study gleaned. Since this “site-based, practitioner research”
was conducted using this researcher’s school, it was a reflective process. As indicated by
Anderson, Herr, and Nihlen (1994) this study was done in collaboration with the faculty
and staffofKinsbyWay Elementary School and the voices expressed in the data had a
stake in the implementation process—its failure or its success. The findings, which are
revealed, helped empower the staff and assisted in enhancing the collegiality and
common community that was instilled during the implementation process.
Findings
Research Question 1: How does the implementation ofa Comprehensive School
ReformModel influence school leadership?
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• Teachers perceived leadership as being instrumental in the success of the
program. The principal and site coordinator were described as resourceful and
supportive. They both played an important role in modeling and
communicating high expectations.
• The principal was described as being visible and motivational in the building
and an inspiration to teachers. She enabled teachers by raising the bar. She
constantly spoke the vision as well as walked the vision that she had for the
school.
• The principal was perceived as a “mainstay,” “cheerleader,” “practitioner,”
“team member.” These descriptions were familiar with those assigned to an
instructional or pedagogical leader.
• The principal used measurable goals to establish a culture of achievement. The
principal set a clear vision for the school, which was the Model/Master school
goal. She did this by challenging students, which in turn challenged teachers to
meet the requirements needed for attaining the certification. The teachers knew
just what to do to get there and eveiy teacher was held personally responsible
for achieving the goal.
• External administration held the same perception that the staff held in terms of
the local school administration’s role in the success of the reform model. The
principal and the site coordinator were seen as being key in the success ofthe
program. The principal was seen as motivating and able to provide support and
resources for teachers.
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Research Question 2: How does the Comprehensive School ReformModel
influence student achievement?
• The test scores improved and when this occurred the school was removed from
the “Watch List.” The perception of the “Watch List” was negative. This act
was a demonstration that students were achieving at the school that had been
labeled low performing.
• There was a significant focus on reading in the classroom. The entire school
was focused on increased practice time in this area. Instruction was more
individualized with teachers using results that they got from their assessments.
These assessments were perceived to be guiding instruction.
• Students were spending more time on reading. They were motivated to read.
Teachers were consciously teaching reading more—not jut through basals but
through real reading ofAccelerated Reader trade book titles.
• The teachers were able to teach the content areas using trade books and used
the Reading Renaissance Model to guide their instruction.
• The process gave teachers opportunities to let students read books related to the
content areas as well as afforded them more opportunities to focus on
comprehension and higher-order thinking skills.
• Teachers were forced to look at individual levels of student reading abilities
and because of this students were getting more ofwhat they needed in terms of
instruction which was tailored to them and their needs.
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• Teachers felt more successful because they were working with students on the
level where the student was functioning.
• There was evidence of a great deal more reading being done in the school than
prior to the implementation of the model. Students were not only reading in
the classrooms, but in the hallways, cafeteria, and even on the bus. There
appeared to be a passion for reading through out the school.
Research Question 3: How does the Comprehensive School Reform Model
influence school improvement?
• Teachers perceived school improvement to be equated with student
achievement. Administrators seemed to see student achievement as a result of
a successful school improvement process.
• School improvement was also perceived as building a capacity in teaching and
learning.
• Teachers felt that goal setting and high expectations impacted their classroom
success.
• School improvement was seen in terms of how the school was perceived in the
community. Prior to the implementation of the Comprehensive School Reform
Model the school was viewed in a negative manner. Because the school was
on the Governor’s “Watch List” the low performing connotation bruised
morale of the staff and the students. After the school attained the
Model/Master School certification the school community felt good about
themselves because were now being seen in a more positive light.
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Research Question 4: How does the Comprehensive School Reform Model
influence instructional effectiveness?
• Teachers were using technology more and through the technology connection
there was greater use in the classroom and the Media Center.
• The Media Center became the instructional hub of the school. The number of
books increased by the hundreds and the circulation was quadrupled over the
three-year period of implementation. Hardware and software were purchased
through the grant funding.
• Teachers were using diagnostic assessments and they were using on-going
assessments in their classrooms to identify weaknesses of the students they
were teaching.
• The Comprehensive School Reform Model provided funding to provide staff
development and thereby build teacher capacity. Teachers felt the training was
instrumental in helping them be successful in implementing the program. The
workshops and on-site consultant assistance enabled them to understand how to
set goals for their students and how to attack the practice time component.
• The motivational dimension that was inherent in the program was instrumental
in enabling teacher to become successful and thereby produce results from their
students.
Research Question 5: How does the Comprehensive SchoolReformModel
influence organizational effectiveness?
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• The participants perceived the whole school being on the same page and thus a
sense ofunity was created.
• There was a perception that a positive learning climate was being constructed
for the students and a spirit of collaboration in the school as an organization.
• The leadership of the school held a vision that was able to manifested in the act
ofbecoming a Model/Master School. In order to do this everyone had to work
together and there had to be total teacher buy-in for the goal to be attained.
• The vision to become a Model/Master School got everyone working together
for a common goal. The goal was learner-center and learner-focused and the
dimension ofmotivation undergirded this aspect.
• The school changed its mission statement and slogan to align with the
process—^“Accelerating Minds through Learning,” and “Learning Accelerates
the Mind,” respectively.
• There was a passion in the school for reading. The hallways of the school were
adorned with “KinsbyWay Reads” photos of staffmembers with a statement
regarding reading attached.
Conclusions
According to Danielson (2002) ensuring successful learning for all demands more
than technical skills; it also requires persistence and unwavering commitment that every
student leaves school with the knowledge and skill to continue learning and achievement
at high levels. This commitment was inherent as the faculty and staff at KinsbyWay
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implemented their school reform model. Perhaps it was the 95% staff commitment vote
that enabled its success. Perhaps it was the leadership that held high expectations and
walked and talked the vision. Perhaps it was the fact that when a goal is attained it
triggers that motivational dimension that is necessary to build capacity in both students
and teachers. The practices and principles embedded in the Reading Renaissance Model
ignited the passion in the minds the students and the hearts of the participants ofKinsby
Way Elementary School.
Implications for Administrators
• Ensure buy-in for any model that is to be implemented by having the staff
review models and then hold a commitment vote.
• Model and communicate high expectations for both students and staff
• Explore creative funding mechanisms. The Comprehensive School Reform
Model would have been impossible without successful competitive grant
writing. Hone your skills or design a grant writing team of staffmembers.
When practitioners write their own grants they have more credibility than if
done by an external writer.
• Participate in all aspects of the program from professional development
offerings to the actual teaching of lessons in the classroom. Modeling in all
aspects of the program by leadership will ensure greater success of the model.
• Patience is a virtue. The success of any program is not immediate. It usually
takes three-five years for a model to reflect the benefits of success.
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• Find a model that is in alignment with your belief systems and values. It is also
important to find one that has “checks and balances.” This model had the
Model Classroom/Model School certification element to ensure that practices
and principles are being implemented optimally.
• It is important that a model builds capacity for both students and teachers.
Quality professional development is one means to ensure this. This staff
development must be on-site and should be in the form of coaching, observing,
and providing feedback to the participant. The aspect of immediate feedback
with an information system was inherit in this model.
Recommendations
Danielson (2002) noted that what we do is the heart of the school improvement
effort, and requires serious effort on the part of educators. The different components of
the school’s program must be aligned not only with one another, but also with the
school’s articulated goals, its belief structure, and current research findings (p. 38). The
following recommendations have been concluded from this study:
• Research should be conducted to examine other schools that have implemented
Reading Renaissance as a Comprehensive School Reform Model. A study
using a quantitative design could be conducted to examine the themes of
motivation, student achievement, meeting academic needs, instructional design,
and continuous culture of improvement and learning as variables to see if a
correlation is present among them.
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• This study was conducted over a three-year period with grant fiinding as the
source of revenue. Further research is needed to identify the impact of grant-
funded programs and their effect on the success or failure of improvement
models.
• This study investigated how a semi-rural school implemented a reform model.
A study could be conducted using the qualitative design to investigate if there
is a difference in perceptions of participants in an urban setting.
Although success or failure should not be generalized in qualitative designs, the
perceptions, feelings, and experiences expressed provided a positive reflection of a
school’s improvement efforts.
Summary
Your perception is truly your reality. Therefore, this study is Kinsby Way’s
reality. The school is a place where leadership motivates, models high expectations
promotes an academic climate and monitors student achievement. Student achievement
increased during this three-year period. The classroom teachers were the champions in
this venture. Perhaps the motivation from school leadership had a trickle-down effect and
created that needed enthusiasm which is often contagious. The teachers became goal
oriented and instilled this in their students. They also communicated high expectations
and in the nature of challenges, which are, inherent in the model assisted their students in
setting and meeting the goals they created. The fruits of school improvement were not
guaranteed, yet it was evident and visible since the school was removed from the
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“Governor’s Watch List.” This is another perception that the school overcame, though
external it may be. The perception of the passion for reading that the school exudes is
perhaps just that a perception, yet the experience that one has and observes when in the
school is a reality. Instructional effectiveness is evidenced as the school focused on
meeting student needs through academic achievement and the constant motivation that is
stimulated in the classroom. Organizational effectiveness is evident by the continuous
improvement in teaching and learning. The school has built capacity in both teachers and
students. There is a perception in this district that the Comprehensive School
Improvement Model had an impact on student achievement in reading and school
improvement at this school.
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I am pleased to grant permission for you to invite the faculty and staffofAnne
Street Elementary School to participate in interviews to provide assistance with your
dissertation. Mr. Joe Parlier, Elementary Curriculum Director, has also agreed to their
participation. However, we request that the participation should be on a volunteer basis
for your teachers and that it does not take away from their teaching duties.
IfI can be of further assistance, please contact my office. We wish you good luck
with you dissertation.
Accredited by SACS and GAC




LETTER REQUESTING PERMISSION TO CONDUCT RESEARCH
October 28, 2002
Dr. Jesse Bradley
Griffm-Spalding County School System
216 S. Sixth Street
GrifFin, Georgia 30224
Dear Dr. Bradley:
I am in the process ofwriting my dissertation, “A Case Study of a Comprehensive School
Reform Model in a Title I Elementary School and its Effect on School-Wide Improvement
and Student Achievement inReading: Implications for School Administrators.” As reflected
in the title, I will need the assistance of the Anne Street faculty and a group of parents to
conduct portions ofmy research. Please allow me to ask for volunteers to participate in this
research endeavor. My dissertation committee has endorsed the study.
With your permission, I would like to interview members ofmy faculty and a focus group
of parents. We will meet and discuss their perceptions and feelings of the effects of the
Reading Renaissance Program on school improvement and student achievement. The
interviews will be taped, but the faculty and members and parents will not be identified and
the tapes will be destroyed when this study is completed. The interviews will take place
either following dismissal or on Saturdays and will not take away from my responsibilities
or my faculty’s teaching duties.
Please contact me ifyou have any further questions. I will be glad to share the results of this
case study with you upon your request.





LETTER REQUESTING TEACHER PARTICIPATION
November 18, 2002
Dear Teachers:
I am presently a doctoral student at Clark Atlanta University and writing my dissertation
entitled, “A Case Study of a Comprehensive School Reform Model in a Title I Elementary
School and its Effect on School-Wide Improvement and Student Achievement in Reading:
Implications for School Administrators.” I would like to conduct interviews formy research
project regarding your perceptions and feelings about the effects ofReading Renaissance on
leadership, school improvement, instructional effectiveness, and organizational effectiveness.
Your response is very important and valuable in creating a profile of the perceptions of
teachers as we implement school reform, especially local school improvement initiatives as
required by the A-Plus Reform Act of2000.
Your taped interview will be anonymous and strictly confidential. The tapes will be
destroyed following the completion of the research project. The interviews will be held
following dismissal or on Saturday, which ever is most convenient for you. Participation is
completely voluntary and you may refuse participation at any time without penalty.
The research has been reviewed by my dissertation committee for the Protection ofHuman
Research subjects and has been approved by our superintendent. Dr. Jesse Bradley.
Questions regarding the conduct of this research or any perceived harm may be directed to
Dr. Melanie Carter, the chair ofmy doctoral committee at (404) 808-8679.
Thank you in advance for your participation in this study. I will be glad to share the






AGREEMENT TO PARTICIPATE IN RESEARCH PROJECT
I, amwilling to participate
in the research project described in the aforesaid correspondence. I understand thatmy taped
interview will be anonymous and strictly confidential. I also understand that the tape will
be destroyed following the completion of the research project and that my participation is










MEETING ACADEMIC NEEDS 33
STUDENT ACHIEVEMENT 31
HIGH EXPECTATIONS 30
GOALS ( SETTING/ATTAINING) 29
COLLABORATION 10
DATA DRIVEN ASSESSMENT 8
SURVEY RESPONSES
MOTIVATION 24





DATA DRIVEN ASSESSMENT 6
Patterns were included if they were mentioned at least six times or more. If a pattern was not discussed six










School Phone Current School Enrollment
Please indicate the extent ofyour agreement or disagreement with respect to the impact ofReading
Renaissance* by circling the appropriate number beside each statement (StronglyAgree 5 to
Strongly Disagree =» I).
The adoption of Accelerated Reader* and the implementation of Reading Renaissance* help teachers in the
following ways:
Strongly No Strongly
Agree Agree Opinion Disagree Disagree
1. Motivates students to read more and better
books.
5 4 3 2 1
2. Makes teachingmore enjoyable. 5 4 3 2 1
3. Improves student test scores. 5 4 3 2 1
4. Gives teachers a better sense of
accomplishment.
5 4 3 2 1
S. Reduces discipline problems and helps
teachers to have better control in their
classrooms.
5 4 3 2 1
6. Improves student abilities in all academic
areas such as reading, writing, math, science,
and social studies.
5 4 3 2 1
7. Improves conununication and enhances
teacher relationships with students.
5 4 3 2 1
8. Helps students to love reading. 5 4 3 2 1
9. Helps all students, from lower ability to gifted
and talented.




Please respond to the following questions;
1. What is one thing you would tell another teacher about why he/she should consider implementing RR?
2. What was the one aspect of RR that turned your program or a student around?
Optional:
Tell us about your RR experience.
Please share any results you may havefrom standardized tests (Le. ITBS, CAT, CogAT, NALT,
TAAS, STAR™, etc,) by attaching any scores you may haveforyour classroom or school
APPENDIX G
INTERVIEW QUESTIONS FOR PARTICIPANTS
Leadership Team
(Focus Group Interview)
1. Why did the staff select this specific CSRM program?
2. Were there elements concerning the school that warranted a reform model?
3. Did the CSRM program change your teaching methods or classroom approaches?
4. What evidence do you see that the CSR program is having on student achievement at
your school and what benefits did you realize for students?
5. What was the principal’s, site coordinator’s, and teacher’s role in implementing the
CSRM?
6. How did the principal articulate high academic goats and higher performance
expectations during the implementation of the CSRM?
7. What progress has the school made by implementing the CSRM?
Principal
(Personal Interview)
1. Why did the school initiate the CSR program?
2. What role did the staff have in planning the CSRM?
3. What role did the staff have in monitoring the CSRM?




5. Did the CSR program have any impact on the quality and the amount of staff
development?
6. What results have you seen in student achievement or impact on student learning?
7. How has the CSR program impacted parental involvement and community
involvement?
8. How did the norms, beliefs and attitudes of the staff change during the
implementation of the CSRM?
Teacher Questions
(Personal Interviews)
1. Why did the staff select this specific CSRM program?
2. Were there elements concerning the school that warranted a reform model?
3. Did the CSRM program change your teaching methods or classroom approaches?
4. What evidence do you see that the CSRM program is having on student achievement
at your school and what benefits did you realize for students?
5. How has the amount and quality of staff development changed at your school?
6. What role did administration play in the CSRM implementation?
7. How did the principal articulate high academic goals and higher performance
expectations during the implementation of the CSRM?





1. Why did the school initiate the CSRM program?
2. What role did you, staff have in planning the CSRM?
3. What role did you, the staff have in monitoring the CSRM?
4. What changes have you seen in teaching methods and classroom approaches?
5. How did the principal, you articulate high academic goals and high performance
expectations during the implementation of the CSRM?
6. Did the CSRM program have any impact on the quality and the amount of staff
development?
7. What results have you seen in student achievement or impact on student learning?
8. What progress has the school made by implementing the CSRM?
Media Specialist Questions
(Personal Interview)
1. What role did you, principal, site coordinator play in the implementation of the
CSRM?
2. What changes have you seen in the Media Center as a result of the CSRM?
3. What were the obstacles or benefits seen as a Media Specialist as a result of the
CSRM?
4. What results have you seen in student achievement or impact on student learning?
5. How did the principal articulate high academic goals and high performance
expectations during the implementation of the CSRM?
6. What progress has the school made by implementing the CSRM?
APPENDIX G (continued)
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Central Oflice Administrator Questions
(Personal Interview)
1. Were there elements concerning the school that warranted a reform model?
2. What role did the district, principal, site coordinator, teachers, play in this school’s
implementation of the CSRM?
3. What changes have you seen in teaching methods and classroom approaches?
4. How did the principal, site coordinator articulate a need for high academic goals and
high performance expectations during CSRM implementation?
5. What benefits did you realize for students, teachers at this school as a results of the
implementation of the CSRM?
6. What results have you seen in student achievement or impact on student learning?
7. What progress has the school made by implementing the CSRM?
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